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Abstract
This action oriented research project presents a manualized program that can be used in 
the school setting to remediate stereotype threat. A meta-analytic review was conducted 
in order to identify evidenced-based interventions that intervened on stereotype threat 
effects. The findings from the meta-analysis were utilized to create the manual for the 
Study Skills Group. A pilot study was conducted with middle and high-school aged 
individuals to evaluate the efficacy of the program. Pre and post program evaluation 
forms were utilized to monitor change during the course of the program. The Study
Skills Group manual received positive ratings for the session structure, content, and 
usefulness. Outcome measure of the participants suggests that the Study Skills Group is 
a promising intervention that can be used to remediate stereotype threat in the school 
setting and warrant further research.
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Chapter 1
 
Introduction
 
Poor academic achievement among African American students is one of 
$PHULFD¶VPRVWSUHVVLQJHGXFDWLRQDOchallenges (Cokley & Chapman, 2007).  Although 
numerous efforts have been made to reduce educational inequality in the United States, 
significant racial gaps in achievement remain (Fryer & Levitt, 2006).  The literature
indicates that in the United States, Black and Hispanic students seem to be less identified 
with academics in relation to their White and Asian peers, and as a result they are more
likely to drop out of school in comparison to their White and Asian counterparts 
(Croninger & Lee, 2001; Griffin, 2002).  Only about 50% of Blacks, Hispanics, and 
American Indians graduate from high school, in comparison to 75% of Whites (Crimmins 
& Saito, 2001).  The average Black 17 year-old reads at the level of a White 13 year-old 
(Mazzeo, 2000).  Fryer and Levitt (2006) indicate that, controlling for socioeconomic
status (SES), at school entry, Black-White reading achievement scores are similar; 
however, gaps begin to emerge during the first years of schooling and widen significantly
by the end of third grade. Furthermore, Steele (1997) notes that this gap exists for the 
middle and upper middle socioeconomic classes as well as the lower socioeconomic
strata.  This is surprising because higher socioeconomic status (SES) is often associated 
with higher academic performance; nevertheless, Steele indicates that SES does not fully
explain group differences in academic performance.  Similarly, Osborne (2007) reports 
that, even though research has linked performance gaps to factors like SES, academic
preparation, and educational opportunities, when background factors are held constant, 
later achievement is lower for minority students than White or Asian students.
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In examining the cause of the reading gap, Lleras and Rangel (2009) indicate that a 
great number of students, particularly racial minority students, never master the early
basic skills required to move through the schooling process.  However, this gap is not 
only evident in reading; according to Mazzeo (2000), at varying grade levels, there are
significant differences between Blacks and Whites in every subject.  Low education is 
typically linked with poorer health and poor psychological and social well-being; it also 
influences future occupation, income, and neighborhood of residence (Fiscella & 
Kitzman, 2009).  Fiscella and Kitzman report a reciprocal relationship between health 
and education, and over time, disparity in one can influence the other.  The life
expectancy for a 30-year-old White male with an elementary level education is 10 years 
fewer than a White male of the same age who graduated from high school; however, the
difference for a Black man is greater than 16  years (Crimmins & Saito, 2001).  
Variables associated with achievement gap.
In studying the causes of educational inequality in minority students, much 
disagreement exists about the underlying causes of African American poor educational 
achievement, including the popular nature-nurture debate that focuses on whether African 
American performance differences result from genetic factors or environmental factors.  
Nevertheless, some of the most widely identified and studied causes for potential 
correlation with academic achievement include: social and socioeconomic disadvantage, 
family variables, ability grouping, and the school environment.  Poverty is often 
mentioned in the literature as one of the contributors to the achievement gap.  Children 
from impoverished homes often do not receive proper prenatal and postnatal care; the
lack of nutrients FDQKDYHDWUHPHQGRXVHIIHFWRQD\RXQJVWHU¶VGHYHORSLQJEUDLQFiscella
& Kitzman, 2009; Gardner, 2007).  Furthermore, poor cognitive and emotional 
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stimulation and various psychosocial stressors connected with poverty can hinder brain 
development and delay learning (Noble, Tottenham, & Casey, 2005).  Socioeconomic
status (SES) is directly associated with academic achievement and indirectly linked to 
various other interacting systems (i.e., racial and ethnic background, 
school/neighborhood, and grade) (Eccles, Lord, & Midgley, 1991).  Family SES will
influence where one lives, what school a child attends, and the kind of resources that are
accessible (Dika & Singh, 2002).  Low-income parents often work multiple jobs in order 
WRSURYLGHIRUWKHLUFKLOGUHQDVDUHVXOWWKH\PD\QRWEHDVLQYROYHGLQWKHLUFKLOGUHQ¶V 
education (Gardner, 2007).  
Family variables also play an important role in VWXGHQWV¶VFKRRODFKLHYHPent.  
+RZHYHUDJUHDWSRUWLRQRIWKHOLWHUDWXUHRQIDPLOLHVDQGVWXGHQW¶VDFDGHPLF 
performance tends to suggest that having a single parent is a risk factor for poor academic
achievement (Ford, Wright, Grantham, & Harris, 1998).  Various studies have suggested 
that students from single-parent households are at greater risk for academic failure due to 
the lack of economic, social, and parenting resources (Ford et al., 1998; Ricciuti, 1999).  
Conversely, Ford et al. (1998) note that these studies are inconclusive; instead, Ford and 
colleagues believe that family variables, such as parenting style, level of involvement, 
parent aspiration, high expectation, educational stimulation, and support, are more
important for understanding academic achievement.  Ford and colleagues examined
academic performance and family beliefs in two-parent families and single- parent
families, and they found no significant difference in the academic achievement of
children. Students in the two structures had similar beliefs about academic achievement;
nevertheless, students in two-parent families were more like to be identified as gifted.  
Similarly, Ricciuti (1999, 2004) conducted a longitudinal study to look at effects of 
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single parenthood on children at 6 and 7 years of age and later at 12 and 13 years old, and 
the results of both studies did not indicate any adverse affect of single parenthood.  
Ricciuti (2004) noted that the negative effects of single parenthood may not have been as 
SRZHUIXOEHFDXVHRIWKHPRWKHUV¶HGXFDWLRQOHYHl and ability.  Therefore, positive 
maternal and family characteristics in the home are likely to enhance the parent-child 
relationship and school outcome.  
A third variable noted in the literature is ability grouping, grouping students 
according to their perceived abilities.  This type of grouping usually begins around 
kindergarten, but it is not excluded from day-care centers and nursery schools (Craig, 
2005).  Craig argues that African American students today are not only being
miseducated, but they are EHLQJ³GH-HGXFDWHG´EHFDXVHWKH\DUHEHLQJH[FOXGHGIURPWKH 
education system.  Tracked courses often consist of mainly White students in accelerated 
courses and mostly minorities in the nonaccelerated courses (Romo, 1999).  
Consequently, students in higher tracks are assigned to more experienced teachers and 
cover material at a fast pace, while students in the lower tracks are instructed by novice
teachers and progress DWDVORZHUSDFHLQWKHORQJUXQWKLVSUDFWLFHKDUPVVWXGHQWV¶ 
performance and exacerbates existing achievement discrepancies (Romo, 1999).  
Although studies have not shown any consistent support for ability grouping, this 
method persists within the school system (Romo, 1999).  Supporters of ability grouping
assume that teachers will be able to cover more materials and instruct children at a higher 
level when working with higher ability students; similarly, they can provide slower-paced 
instruction to match lower studHQWV¶DELOLWLHV2DNHV. Nevertheless, research on 
the effects of ability grouping practices suggests that lower grouped students tend to learn 
less and higher-grouped students learn more over time in comparison to non grouped 
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students (Romo, 1999).  Furthermore, students in lower groups are exposed to less 

demanding materials (Lleras & Rangel, 2009).  Thus, when this practice is accepted,
 
teachers can transfer the blame to the students for not learning (Gardner, 2007).  

Stereotype threat effect.
One psychological factor central to understanding African American stXGHQWV¶ 
perceptions about academic achievement is stereotype threat.  Stereotype threat is a 
complex issue that has been the subject of much debate.  Typically, the concept of 
stereotype refers to ideas that people hold about others who are perceived as different 
from themselves.  Stereotype threat was first mentioned by Steele and Aronson (1995),
who noted that Black college freshmen and sophomores performed more poorly on 
standardized tests than their White counterparts when their race was emphasized.  Steele 
XVHVWKHWHUP³VWHUHRW\SHWKUHDW´WRH[SODLQWKHVRFLDO-psychological threat that 
one feels when he or she is performing a task that may elicit a negative stereotype about 
WKHLQGLYLGXDO¶VJURXS membership.  Steele notes that this threat can affect anyone or any
group where a negative stereotype could apply; moreover, people who most strongly
identify with the stigmatized group are more likely to suffer the effects of stereotype
threat.  Even privileged groups can be manipulated to experience stereotype threat; for
example White males tend to perform worse on math tests when they are informed that 
their performance will be compared to that of Asian students (Aronson et al., 1999).
Stereotype threat seems to influence academic achievement primarily by inducing
anxiety (e.g., when presenting a test as a measure of ability or emphasizing an 
LQGLYLGXDO¶VUDFHVHOI-handicapping and task discounting (creating barriers to undermine
SHUIRUPDQFHDQG³GLVLGHQWLILFDWLRQ´SV\FKRORJLFDOO\GLVHQJDJLQJIrom academic
domains in order to maintain a positive sense of self (Aronson, Fried, & Good, 2002; 
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Schimel, Arndt, Banko, & Cook, 2004; Steele & Aronson, 1995).  Numerous studies by
Steele and Aronson (1995), showed that when race was not indicated, Black students 
performed better than or equivalent to their White peers.  
Stereotype threat can harm the academic achievement of any individuals 
belonging to a group that is characterized by a stereotype, especially those students from 
an ethnic minority group where negative stereotypes about academic prowess exist.  
Ethnic minorities have been targets of group-based discrimination, mistreatment, and 
prejudice.  As a result, African Americans are at greater risk of experiencing stereotype
threat because of the widely held negative stereotypes related to their academic
performance (Kellow & Jones, 2008. Numerous studies demonstrate the negative effects 
of stereotype threat on the performance of African Americans and confirm that frequent 
negative feedback can deFUHDVHPLQRULW\LQGLYLGXDOV¶VHOI-esteem (Cole, Matheson, &
Anisman, 2007).  Black children are often faced with negative stereotypes about 
academic performance in general and more specifically, performance on standardized 
tests; thus, when these negative stereotypes are made salient, a decrease in performance is 
more likely to occur (McGlone & Aronson, 2006).  Kellow and Jones (2008) argue that 
the media reinforce stereotypes by continually talking about the achievement gap 
between Blacks and their White counterparts.  
Moreover, Steele (1992, 1997) asserts that the performance gaps are associated 
with negative stereotypes concerniQJJURXSPHPEHUV¶SHUIRUPDQFH. When individuals 
identify with an ethnic group to which negative stereotypes apply, they run the risk of 
confirming the stereotype conveyed by their social identity; as a result, they can 
experience stereotype effects (Steele, 1997).  In addition, when negative stereotypes are
activated, the negative stereotypes create an extra burden for these individuals, and if this 
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WKUHDWEHFRPHVSHUYDVLYHLWFDQORZHUHWKQLFPLQRULW\FKLOGUHQ¶VPRWLYDWLRQDQG 
identification with school (Cole et al., 2007).  Furthermore, Steele (1997) reports that if 
the threat is experienced during task performance or a classroom presentation, it could 
create psychological discomfort that can interfere wiWKDQLQGLYLGXDO¶VSHUIRUPDQFH. 
Therefore, continuous exposure to stereotype threat can lead to self-handicapping
strategies (Stone, 2002) and reducing sense of belonging to the stereotyped domain 
(Good, Dweck, & Rattan, 2008), as well as the degree that individuals value the domain 
in question (Aronson et al., 2002; Osborne, 1997; Steele, 1997).
Various studies have looked at the effect of stereotype threat on minority students 
by manipulating the situational context of the intellectual task that the participants are
required to perform.  When participants were aware of stereotype threat, they tended to 
perform significantly worse than when stereotype threats were minimized.  Researchers 
QRWHGWKDWVLPSO\LQGLFDWLQJRQH¶VUDFHSULRUWRWDNLQJDQDFKLHYHPHQWWHVWZDVHQRXJKWR 
activate stereotype threat (Steele, 1997).  Steele and Aronson (1995) studied stereotype
threat in African American college students; they observed that when a task was 
SUHVHQWHGDVEHLQJLQGLFDWLYHRISDUWLFLSDQWV¶YHUEDODELOLW\WKH\SHUIRUPHGZRUVHWKDQD 
matched group of students who were told the same task was measuring psychological 
processes involved in verbal problem solving.  Kellow and Jones (2008) also investigated 
how stereotype threat influences Black high school freshman performance when taking a
test that was seen as a predictor of later success.  Study results showed that White
students scored significantly higher than African American students when they were told 
their test performance would be predictive of their performance on a standardized test.  
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The remainder of this chapter has two purposes: (a) to review the literature
surrounding stereotype threat and academic achievement in a more comprehensive 
manner, and (b) to explain the purpose of this study.
Theoretical background.
Identity formation.
While identity formation is an important and difficult task for youths, it is 
particularly complicated for adolescents belonging to ethnic and minority groups.  Tatum
GHILQHVUDFLDOLGHQWLW\DV³WKHSURFHVVRIGHILQLQJIRURQHVHOIWKHSHUVRQDO 
significance and social meaning of belonging to a partiFXODUUDFLDOJURXS´(p. 16).  
Although racial identity and ethnic identity are often used interchangeably, Tatum (1999)
notes a distinction between the two terms.  (WKQLFLGHQWLW\LQGLFDWHVRQH¶VDWWDFKPHQWWR 
their ethnic group; ethnic identity is fluid and can change with age or in response to 
situations (Guyll, Madon, Prieto, & Scherr, 2010). Tatum remarks that an individual 
might be a part of an ethnic group and not think of himself or herself in racial terms.  
Cross (1994) identifies five stages of identity development in Blacks: pre-encounter, 
encounter, immersion/emissary, internalization, and internalization-commitment.  During
the pre-encounter stage, children take in the beliefs and values of the dominant culture
including the stereotypes and distortions.  The second stage is the encounter stage; at this 
stage, the child starts to recognize the personal impact of racism.  During stage three, the 
immersion/emissary stage, the individual rejects all that is White as bad and accepts all 
that is Black as good.  Stage four is the internalization stage; in this stage, the individual 
becomes more aware of what it means to be Black.  He or she puts aside the anger and 
accepts himself or herself as Black.  The internalization-commitment stage is marked by
commitment and furthering community involvement.  3DUKDPH[SDQGV&URVV¶V 
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stages by acknowledging that the stages of racial identity formation are fluid; individuals 
are not bound to a step-by-step progression through the stages.  Parham believes that 
racial identity formation is a life-long process; thus, individuals could recycle through the 
stages in reaction to particular life experiences.
Similarly, Smith (1991) remarks that minority children are confronted with their 
ethnicity at an earlier age than their majority counterparts, and they are continually
confronted with their ethnic differences throughout their lifetime.  Ethnic minority
adolescents are expected to adjust to mainstream society and simultaneously maintain the 
culture and heritage of their parents and their ethnic community.  This expectation to 
maintain both cultures can sometimes create psychological and emotional difficulties 
among these individuals.  Some students are able to adapt and acculturate relatively well
into mainstream culture, while others experience a more difficult adjustment.  Ogbu 
(1992) acknowledges different roles that African Americans assume in order to survive in 
American schools: the assimilator role (these students reject their African American 
culture and adopt the mainstream culture); the emissary role (these students do not 
completely reject their cultural heritage, but they do not emphasize their cultural 
identity); the alternator role (these students choose to follow mainstream rules and 
behavior while they continue to participate in cultural events at home); the regular role is 
applied by African American students who are part of street culture but do not follow the
street culture norms; and lastly, the ambivalent role (these students vacillate between the 
desire to fit in with African American counterparts and the desire to do well in school).  
According to Ogbu (1992), ambivalent students experienced the most difficulty because 
they pivot between the two cultures without making a commitment to either role. As a
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result, understanding Black racial identity is vital to properly assess or understand 
African American behavior and psychological functioning (Baldwin, 1987).  
Cultural inversion theory.
Ogbu (1992) identifies three types of minorities: autonomous, immigrant or 
voluntary minorities, and involuntary minorities.  According to Ogbu, autonomous 
minorities are those who are minorities in numerical values (i.e., Jews and Mormons).  
Immigrant or voluntary minorities are those who moved to the United States or any other 
country voluntarily to improve their economic opportunities or political freedoms.  Ogbu 
believes that voluntary minorities experience initial problems in school due to cultural 
and language differences, but they do not experience persistent school failure.  According
to Ogbu and Simons (1995) immigrants have a positive dual frame of reference, one
centered on their situation in the U.S. and the other based on their situation home country.  
According to Ogbu (1992), this reference point is important because immigrants believe
that there is more opportunity for success in the U.S. in comparison to their home
country.  Because of that, they are willing to accept poor treatment in order to increase
their economic status.
Involuntary minorities are people who were brought into the United States or any
other society against their will (i.e., through slavery, colonization, and forced labor).  
Subsequently, Ogbu (1992) describes cultural inversion as the tendency for involuntary
minorities, minorities who are forced into minority status against their will by conquest, 
colonization, or enslavement, to consider certain types of behavior, events, symbols, and
meanings as inappropriate for them because they are attributes of White Americans.  
Ogbu (1978) (as mentioned in Harris, 2006) further argues that the desire to achieve in 
VFKRROFRPHVIURPWKHEHOLHIWKDWKLJKHUHGXFDWLRQLPSURYHVDQLQGLYLGXDO¶VFKDQFHVIRU
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a better life.  However, since African Americans are involuntary minorities, they
encounter barriers like racial discrimination and systemic inequalities that limit their 
perception of greater opportunities.  As a result, they create an oppositional culture that 
devalues education.  Moreover, involuntary minorities respond collectively as a group,
and they react individually in ways that support their independent and collective self
(Ogbu, 2004).  Assimilating to the dominant culture often results in social sanctions (i.e., 
name calling, humiliation, and loss of friends) because some Blacks regard assimilation 
as a betrayal or selling out (Ogbu, 2004).  Sadly, students who do not adhere to the social 
and behavioral norms of the school environment are often perceived as ³GDQJHURXV´RUDV 
troublemakers (Casella, 2003).  As a result, they are often targeted and are more likely to 
receive most punitive discipline consequences (Fenning & Rose, 2007).  
One possible reason for African American resistance toward assimilation is the 
fear of losing their collective identity.  According to Lynn (2006), education and 
schooling in America forces African Americans and others of non-European descent to 
ignore their culture and history and to accept the dominant Euro-American culture.  As a
result, many traditions and values important to the Black community are lost in the 
process.  Johnson-Bailey (2006) notes that integration destroyed essential aspects of the 
African American community by removing certain leadership qualities and role-model 
structures that were an integral part of the community.  She believes that without this 
component, the identity held by Blacks as a distinct and interdependent community
vanished.  Ogbu (1991) also argues that some Blacks who benefited from the changes in 
opportunity structure since the 1960s, have chosen to disaffiliate with the Black 
community.
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Harris (2006) points out that the oppositional culture theory has been 
acknowledged by many individuals; however, some studies (e.g., Ainsworth-Darnell &
Downey, 1998) did not find support for the theory. Ainsworth-Darnell and Downey 
(1998) argue that although African Americans are aware of and are frustrated by
continuing inequality, they continue to believe in education.  Secondly, as a group, they
have always valued education and academic success.  Moreover, Major and Schmader 
(1998) note that although Black Americans tend to disengage more in comparison to 
White Americans, their studies did not reveal any differences between the two groups 
when assessing their values of education.  
Nessbaum and Steele (2007) note that African Americans may be using
disengagement as a coping strategy to protect themselves from consequences of negative
stereotypes; however, this behavior can be costly to their education in the long term.  
Thus, although African American students like school, they may not be putting forth the
amount of effort required for success due to environmental factors (Ainsworth-Darnell &
Downey, 1998).  In addition, while self-HIILFDF\WKHEHOLHILQRQH¶VDELOLW\WRSHUIRUPD 
task, and self-HVWHHPDSHUVRQ¶VDSSUDLVDORIKLV or her own worth, are generally
positively linked, Hughes and Demo (1989) report that many African Americans have
high self-esteem but low self-efficacy.  Therefore, Hughes and Demo argue that positive
regards from family and friends influence Blacks¶VHOf-esteem more than positive regards 
from White Americans.  Hence, they conclude that even though social prejudice does not
LQIOXHQFH$IULFDQ$PHULFDQ¶VVHOI-esteem, inequality and discrimination have a
significant impact on their self-efficacy.  Thus, even if Blacks display more pro-school 
values in comparison to their White counterparts, societal demands and inequalities are
likely to negatively affect their self-efficacy.  In other words, African American students 
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lack the social capital, the habits, skills, and styles rewarded by teachers in the classroom 
(Ainsworth-Darnell & Downey, 1998).  
Limited English proficiency and stereotype threat.
Because English is the predominant language in the U.S., limited English 
proficiency (LEP) is a major impediment to academic success (Guyll, Madon, Prieto, &
Scherr, 2010).  LEP students are often less acculturated and are not able to navigate their
environment as easily as those who possess greater English proficiency (Feliciano, 2001).  
Consequently, LEP may negatively influence the extent to which school personnel 
interact with bilingual and immigrant students and increase their dependence on negative
stereotypes.  Furthermore, teachers may assume that poor performance in a domain 
UHIOHFWVDVWXGHQW¶VWUXHDELOity, as opposed to limited exposure in the subject area (Guyll
et al., 2010).  LEP students are more likely to be placed in special education programs 
because school personnel often confuse their limited language proficiency with 
underachievement, learning difficulties, and lack of attention (Schmid, 2001).  As a
result, they are often grouped together in low-level classes with inadequately trained 
teachers to compensate for their perceived lack of intelligence (Callahan, 2005).  In these
learning environmeQWVWHDFKHUV¶ expectations are low, negative student-teacher 
relationships is common, and the classrooms are often located outside of the main school 
(Olsen, 1997; Valenzuela, 1999).
The literature mentions four acculturation strategies that students from immigrant 
families utilize to overcome perceived barriers and feelings of isolations.  One of these
patterns is assimilation; individuals intentionally or unintentionally give up their ethnic
distinctiveness in favor of beliefs, attitudes, and behaviors of the dominant culture (Berry, 
Phinney, Sam, & Vedder, 2006; Rivas-Drake & Mooney, 2009).  A second pattern is 
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accommodation.  Students that use this pattern maintain the beliefs and practices of their 
ethnic culture while also adapting the beliefs and practices of the mainstream culture
(Berry et al., 2006; Rivas-Drake & Mooney, 2009).  Beery et al. (2006) believe that being
involved in both cultures promotes better psychological and sociocultural well-being.  
The third group, resistance, tries to acculturate by remaining with their ethnic group, with 
limited involvement with the dominant culture.  The fourth style, diffuse, reflects 
individuals who feel marginalized not only from larger society but also from their ethnic
group.  Individuals with this orientation are marginalized and confused; as a result, they
tend to have more social and academic problems (Berry et al., 2006; Rivas-Drake &
Mooney, 2009).
Guyll and colleagues suggest that stereotype threat may have greater effects 
among Latino/a students who are less acclimated to the dominant culture, in that less 
acculturation is often related to distinctive characteristics like LEP or strong ethnic
identity.  Students who strongly identify with their ethnic group are sensitive to the
negative group stereotypes and are concerned with presenting Latino/a in a positive light 
(Guyll et al., 2010).  According to Schmader (2002), group identification moderates 
negative effects of stereotype threat.  Therefore, strong identification with an ethnic
group where negDWLYHVWHUHRW\SHVDSSO\FDQLQFUHDVHVWXGHQWV¶YXOQHUDELOLW\WRVWHUHRW\SH 
threat effects.
Moderators of stereotype threat.
Schmader, Johns, and Forbes (2008) claim that ³VWHUHRW\SHWKUHDWinvolves a 
FRQIOLFWEHWZHHQRQH¶s positive self-concept and negative group concept in a stereotype-
UHOHYDQWGRPDLQ´S 21). As a result, aQLQGLYLGXDO¶VLGHQWLW\FDQEHFRPHWKUHDWHQHG 
when stereotypes are invoked, either blatantly or subtly, and children who are
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continuously exposed to stereotype threat are at risk of developing an impaired self-
SHUFHSWLRQRUEHLQJ³GLVLGHQWLILHG´IURPFRPSHWHQF\LQDFDGHPLFGRPDLQVGriffin, 
2002; Steele, 1997).  The literature identifies three moderators of stereotype threat:
stereotype relevance, test difficulty, and domain identification.  Steele (1997) notes that 
stereotype threat effects may vary depending on how relevant the stereotype is in the test 
setting.  Subsequently, researchers have manipulated the testing environment through 
various mechanisms, implicit or explicit threat activation, in order to determine the
degree to which negative stereotype influences group-LGHQWLILHGLQGLYLGXDO¶VSHUIRUPDQFH 
on cognitive tests.  In a blatant threat activation experiment, the researcher emphasizes 
subgroup inferiority to the subjects prior to a cognitive ability test (e.g., asserting that 
Whites perform better than Blacks on cognitive test (Cadinu, Maass, Frigerio, 
Impagliazzo, & Latinotti, 2003; Nguyen & Ryan, 2008).  In moderately explicit contexts, 
information about subgroup differences in cognitive ability is indicated in test directions, 
but the interpretation of these directions is left to the subject (e.g., indicating that men 
generally do math problems differently than women) (Edwards, 2004).  However, Kray, 
Thompson, and Galinsky (2001) indicate that explicit stereotype cues can influence
subjects to consciously overperform or react against a blatant stereotype.  
According to Nguyen and Ryan (2008), studies that use moderately explicit cues 
might produce the greatest stereotype threat effect because ³WKHVWHUHRW\SHPLJKWEH 
GLUHFWHQRXJKWRGUDZWDUJHWV¶DWWHQWLRQDPELJXRXVHQRXJKWRFDXVHWDUJHWVWRHQJDJHLQ 
detrimental off-WDVNWKLQNLQJ´S. 1315).  In subtle experiments, subgroup difference is 
not directly communicated to the subjects, but subtle methods, race or gender inquiries, 
are used as the stereotype threat activating mechanism.  For example, Steele and Aronson 
(1995) observed that Blacks performed worse than their White counterparts when they
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had to complete a task that was indicative of their cognitive ability.  Similarly, Schmader 
and Johns (2003) showed that group-identified individuals¶ (e.g., women and Latinos) 
performance decreased on cognitive tests when negative stereotypes about their group 
were primed.  The authors observe that negative stereotypes interfered with the 
individuals¶ working memory, which caused underperformance.  Results of Nguyen and 
Ryan (2008) meta-analytic study also yielded greatest effect for moderately explicit
threat-activating cues (mean d = .64) compared to other types of cues (blatant cues, mean 
d = .41; subtle cues, mean d =.22|).  In addition, a larger effect was noted for studies that 
used race/ethnicity-based stereotypes rather than gender-based stereotypes, suggesting
that the type of group-based stereotype also moderates stereotype effects.
Test difficulty has also been studied as a moderator of stereotype threat, in that 
stereotype theory proposes that group-identified individuals are most likely to be 
threatened by situational cues when a test is difficult.  Since taking a difficult test requires 
greater mental energy, interference from stereotype cues will likely influence the 
LQGLYLGXDO¶VFRQFHQWUDWLRQDQGPHQWDOFDSDFLW\6teele, 1997).  Spencer, Steele, & Quinn 
(1999) observed that women were more likely to experience stereotype threat when they
were asked to perform a difficult math test in comparison to an easier test.  Both men and 
women had lower performance on the hard test, but women had lower performance than 
men on the hard test, although their performance did not differ from men on the easy test.  
Similarly, Inzlicht and Ben-Zeev (2003) utilized easy and difficult math tests to study
stereotype effects.  Results of the study suggest that women perform better on the easy
task condition than when they were assigned to the difficult, threat-irrelevant task 
condition.  Conversely, Stricker and Bejar (2004) obtained the opposite effect by altering
the difficulty level of items on a computer-adaptive version of the Graduate Record 
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Examinations General Test (GRE).  Black and White students of both genders were asked 
to complete either a standard version of the GRE test or a modified version of the exam.  
Results of the experiment suggest that reducing test difficulty had limited effects on the 
performance of White and Black students and for men and women.  Although the 
literature is mixed on the role of test difficulty as a stereotype threat moderator, Nguyen 
and Ryan¶V (2008) meta-analytic study explains that test difficulty acts as a moderator of
stereotype threat both in racial/ethnic-based as well as gender-based stereotypes.  
However, Nguyen and Ryan conclude that test difficulty effects are more likely to 
LQIOXHQFHHWKQLFPLQRULWLHV¶than IHPDOHV¶ performance when a test is highly difficult.
According to stereotype threat theory, individuals who are strongly identified with 
a domain in which a negative stereotype exists risk confirming the group-based 
stereotype (Steele et al., 2002).  Osborne and Walker (2006) define identification with 
DFDGHPLFVDV³WKHH[WHQWWRZKLFKDQLQGLYLGXDOGHILQHVWKHVHOIWKURXJKDUROHRU 
performance in a particular domain, in this case schoROLQJDQGDFDGHPLFV´S. 563).  
According to Osborne and Walker, students who value academic performance are
considered domain identified, and those that do not value academics are considered not 
identified.  %DVHGRQ2VERUQHDQG:DONHU¶VDVVXPSWLRQVWURQJGRPDLQLGHQWLILFDWLRQ 
ought to lead to increased motivation to do well in that particular domain because high 
domain identification facilitates strong investment in being successful in that domain.  
However, Steele (1997) observes that the more individuals identify with a 
domain, the more likely they are to experience stereotype threat.  That is to say, students 
of color who are invested in academic domains are more likely to experience the negative
effects of group stereotypes (Osborne & Walker, 2006).  Therefore, strong identification 
with academic domains may cause the schooling process to be an aversive experience for 
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students of color.  According to Steele (1997), ³susceptibility to this threat derives not 
from internal doubts about their ability (e.g., their internalization of the stereotype) but 
from their identification with the domain and the resulting concern they have about being 
VWHUHRW\SHGLQLW´S. 614).  As a result, identified students may use disidentification or
early withdrawal from school as a means to escape threatening academic settings (Steele, 
1997).  Additionally, Steele (1997) posits that academic disidentification gives the 
LQGLYLGXDOD³UHWUHDWRIQRWFDULQJDERXWWKHGRPDLQLQUHODWLRQWRWKHVHOI´(p. 614).  
Although disidentification is used as a protective mechanism, it can be costly to an 
indiviGXDO¶VHGXFDWLRQLQWKHOong term, in WKDW³QHJDWLYHVWHUHRW\SHVDERXWRQH¶VJURXS 
HYHQWXDOO\EHFRPHLQWHUQDOL]HGDQGFDXVHUHMHFWLRQRIRQH¶VRZQJURXSHYHQRIRQHVHOI´ 
(Steele, 1997, p. 621).  
Osborne and Walker (2006) note that it is more difficult for students to maintain 
positive self-esteem when they are not performing well in a domain with which they
identify.  Osborne and Walker relate that disindentification with academic domains leads 
to three possible outcomes: (a) a decrease in identification with academic domains; these
students choose to identify with something else that can serve as a basis for a more
positive self-perception (i.e. athletics, delinquent behavior), (b) students may try to get 
help in order to improve their performance in the subject area, or (c) students may choose
to retreat from school through absenteeism and withdrawal.  Nevertheless, Osborne and 
Walker indicate that academic disindentification may be a more complex issue when 
addressing students of color.  
Major and Schmader (1998) further analyze factors associated with academic 
disidentification.  They apply the term academic disengagement WRDGGUHVV³WKH 
detachment of self esteem from external feedback [so] that feelings of self-worth are not 
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GHSHQGHQWRQVXFFHVVHVRUIDLOXUHVLQWKDWGRPDLQ´(Major & Schmader, 1998, p. 220).  
They reported that disengagement results from one or two different psychological 
processes, devaluing and discounting.  Devaluing is when an individual dismisses the 
importance of academics, which protects the individual from negative feedback.  The
other method utilized by students is discounting, rejecting academic feedback as a valid 
PHDVXUHRIRQH¶VDFDGHPLFSRWHQWial.  Major and Schmader contend that either of these
processes can lead to academic disengagement.
Osborne and Walker (2006) explored this hypothesis by conducting a
ORQJLWXGLQDOH[DPLQDWLRQRIWKHHIIHFWVRIVWHUHRW\SHWKUHDWRQVWXGHQWV¶GHFLVLRQVWR 
withdraw from school at a racially diverse inner-city high school in the Midwest.  Results 
suggested that aFDGHPLFLGHQWLILFDWLRQZDV³GLIIHUHQWLDOO\SUHGLFWLYHRIHDUO\ZLWKGUDZDO 
from high school for Caucasian students and for students oIFRORU´2VERUQH	 :DONHU 
2006, p. 572).  In addition, Caucasian students were more likely to drop out of school 
when they were less identified with school, but for African American, Latino, and Native
American students, withdrawal was associated with higher levels of identification with 
academics.  
2VERUQHDQG:DONHU¶VUHVXOWVDUHVXUSULVLQJEHFDXVHRQHZRXOGH[SHFWWKH 
reverse, but as Steele (1997) indicated, the more involved minority students seem to be, 
the greater the risk of becoming a victim of stereotype threat.  These individuals have to 
deal with not only the stigma of inferiority, but they are also confronted with the 
possibility of losing the support of their community (Osborne & Walker, 2006).  As a
result, these students have to choose between keeping their friendships and their 
community ties while maintaining their academic achievements.  Thus, academically
identified minority students are not only exposed to a negative academic environment, 
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but they also risk losing their support network.  Therefore, consciously or not, these
students may lower their performance to fit the expectations of others around them
(Osborne & Walker, 2006).
However, this threat does not happen to everyone. According to Molden, Plaks, 
and Dweck (2006), pHRSOH¶VLPSOLFLWEHOLHIVabout intelligence influence their judgments 
and reaction when they encounter negative events. Children who believe that their 
intelligence is a fixed trait (or an entity) are more likely to attribute failure or poor 
performance to lack of intelligence (Blackwell, Trzesniewski, & Dweck, 2007; Burhans 
& Dweck, 1995).  Consequently, they are more likely to view their failure as being
contingent upon their self-worth.  Children who view their intelligence as malleable (or
incremental) are more open to learning, willing to confront challenges, and capable to 
recover from failures (Dweck, 1999).  Children who subscribe to a malleable view of
intelligence believe that their intelligence can be developed through effort and education; 
thus, they are more persistent and likely to use effort and attempt new strategies when 
faced with a difficult task.  Blackwell, Trzesniewski, and Dweck (2007) demonstrated
that the beliefs and attitudes held by students at the beginning of junior high school 
influenced their academic achievement.  Blackwell and colleagues assessed students¶
mindset, the beliefs individuals hold about their most basic qualities and abilities, as they
transitioned WRMXQLRUKLJKVFKRROWKHQWKH\PRQLWRUHGWKHVWXGHQWV¶SURJUHVV. Students 
with a fixed mindset exhibited decline in their performance during the 2 years.  
Furthermore, Levy, Stroessner, and DweFNUHSRUWWKDWLQGLYLGXDOV¶LPSOLFLW 
theory of intelligence also affects their judgments of others and the likelihood of
stereotyping others.  People who have a fixed mindset are more likely to experience
stereotype threat effects. These individuals believe that their qualities are fixed; therefore
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they are more susceptible to negative messages about their group.  People who have a
growth mindset believe that their basic qualities can be cultivated through efforts; 
therefore, they are not easily influenced by stereotype threat effects.  These individuals 
do not believe in permanent inferiority, so they are able to learn and grow even from a
threatening environment (Dweck, 2006).  Levy and colleagues studied college VWXGHQWV¶ 
perception about the malleability or fixedness of human attributes. The results of their
study indicate that students ZKRYLHZHGSHRSOH¶VWUDLWVDVIL[HGZHUHPRUHOLNHO\WR 
VWHUHRW\SHWKDQWKRVHZKRYLHZHGSHRSOH¶VWUDLWVDVPDOOHDEOH
Mechanism of stereotype threat.
Several factors have been assessed to determine the relationships with stereotype
threat.  Smith (2004) reviewed various behavioral and phenomenological mechanisms 
that have been investigated in previous studies to determine their involvement with 
stereotype threat.  These mediators include effort, self-handicapping, anxiety, evaluation 
performance, self- confidence, stereotype endorsement, and test perception.  Overall, 
none of the mechanisms noted above yielded a sufficiently strong and reliable 
relationship to be considered a complete mediator, but some evidence was found to 
support anxiety and performance confidence as partial mediators in some studies (Smith, 
2004).  Smith posits that how stereotype threat influences performance still remains 
unclear and warrants further research.  
Kellow and Jones (2008) explored other possible mediators of stereotype threat,
such as: ³DSHUFHSWLRQVRIDELOLW\DQGH[SHFWDQF\IRUVXFFHVVEDFKLHYHPHQWJRDO 
orientation, (c) perceptions of stereotype threat, in relation WR$IULFDQ$PHULFDQ¶V 
performance RQVWDQGDUGL]HGWHVW´(p. 96).  They suggested that perception and 
expectancy for success is important because Aronson and Steel (2005) hypothesized that 
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LWFRXOGEHD³FRPHGLDWRU´RIVWHUHRW\SHWKUHDW. Moreover, they noted that researchers 
like Eccles and colleagues (Eccles, Midgley, Wigfield, Buchanan, Revman, 1993) have
VKRZQWKDWVWXGHQWV¶VHOI-perceptions of ability and their expectation of success correlated 
with their achievement.  
Goal orientation is thought to be an important mechanism, as well; students with 
mastery goal orientation are believed to be more motivated to learn and achieve than 
those who are not as academically oriented.  Nevertheless, Kellow and Jones (2008) did 
not find enough evidence to support this hypothesis.  Perception of stereotype threat was 
also examined as a possible mediator because the extent to which a person believes he or 
she is stereotyped by others may influence performance.  In their research, Kellow and 
Jones (2008) noted that Blacks expected to be stereotyped based on their ethnicity more
than the White students.
Cognitive mechanisms involved in stereotype threat.
Jensen (2005) reported that students pay attention to content information only
when they feel it is safe to do so.  That is, if students feel threatened in the classroom, it 
may be harder for them to register and process information.  (\VHQFNDQG&DOYR¶V 
processing efficiency theory (as mentioned in Kellow & Jones, 2008) proposes that as 
stress or anxiety increases, cognitive efficiency should drop, in that anxiety increases 
intrusive thoughts that can interrupt working memory processes.  Therefore, the anxiety
students experience could limit optimal cognitive functioning.  According to Steele 
(1997), stereotype threat impacts students who are identified with academics by
influencing their immediate academic performance, since they tend to experience higher 
anxiety on tasks in comparison to others not subject to negative stereotypes.  The anxiety
results from the fear of being evaluated based on the stereotype and having to disprove or 
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affirm the negative group stereotype.  Studies have investigated whether stereotype threat 
produces feelings of anxiety; results from these studies yielded mixed findings (see
Smith, 2004; Steele & Aronson, 1995).  
Other researches have shown that representation and rehearsal of unwanted
thoughts and worries can impact the phonological resources of working memory
(Beilock, Rydell, & McConnell, 2007).  According to Schmader, Johns, and Forbes 
VWHUHRW\SHWKUHDWUHGXFHVRQH¶VFDSDFLW\WRUHJXODWHDWWHQWLRQDQGDOORFDWLRQRI 
cognitive resources when performing difficult tasks.  Schmader and Johns (2003) directly
implicated working memory in the reduced performance observed under stereotype
threat.  Schmader, Johns, and Forbes (2008) define working memory as the mechanism
WKDW³FRRUGLQDWHVFRJQLWLRQDQGFRQWUROVEHKDYLRUWRDFKLHYHSHUIRUPDQFHJRDOVLQWKH 
presence of exogenous or endogenous information that competes for attenWLRQ´(p. 7).  
Schmader and Johns (2003) assessed the relationship between stereotype threat and 
working memory by eliciting negative stereotypes about women and Latinos, then
measuring working memory by having them complete an operation span task.  The
participants performed significantly worse when negative stereotypes were primed, with 
stereotype threat limiting attentional capacity.  Moreover, Beilock, Rydell, and 
McConnell (2007) investigated cognitive mechanisms that were affected by stereotype
threat DQGGLVFRYHUHGWKDW³LQZRUNLQJPHPRU\LQWHQVLYHWDVNVVXFKDVPDWKHPDWLFDO 
problem solving, stereotype threat harms the cognitive system by co-opting working
memory resources²and especially verbal resources²needed to perform certain types of 
math problemV´(p. 274). Thus, individuals under stereotype threat have more difficulty
completing mathematical problems, especially when the items are sufficiently complex to 
require working memory.  However, these effects were not observed when the subjects 
  
 
  
  
 
 
 
 
 
 
 
   
  
 
 
 
 
  
 
  
   
24Running head: STEREOTYPE THREAT AND ACADEMICS
were allowed to practice the difficult math problems.  Since pressure-related thought and 
worries can reduce the effective use of certain working memory resources, the perception 
of stereotype threat can become a situational factor that interferes with an individXDO¶V 
ability to perform best on a particular mental task (Beilock et al., 2007).
Schmader, Johns, and Forbes (2008) claim that the cognitive and 
social performance decrements one experience under stereotype threat effects result from 
three interconnected factors that negatively affect the efficiency of working memory.  
These factors are physiological stress, performance monitoring, and emotional regulation.  
Each of these mechanisms can limit executive resources (e.g., working memory)
necessary for optimal performance on many of the tasks that have been studied in the 
stereotype threat literature.  Schmader and colleagues view stereotype threat as a ³state of 
imbalance among concepts of self, JURXSDQGGRPDLQ´S 3).  As a result, they believe
that stress is expected to arise because stigmatized individuals often experience cognitive 
imbalance when they are placed in a stereotype threat condition.  In support of this 
assumption, Blascovich, Spencer, Quinn, and Steele (2001) discovered that African 
American VWXGHQWV¶EORRGSUHVVXUHURVHIDVWHUZKHQWDNLQJDWHVWXQGHr stereotype threat 
condition.  2¶%ULHQDQG&UDQGDOO (2003) also explored whether arousal influences 
stereotype threat effects by eliciting stereotype threat in students before completing a
challenging or easy math task.  Women under the stereotype threat condition performed 
better on the easier set of problems, but they had difficulty on the harder items.  
+RZHYHUPHQ¶VSHUIRUPDQFHZDVQRWLQIOXHQFHGE\WKHVWHUHRW\SHWKUHDWPDQLSXODWLRQ. 
Overall, Schmader, Johns, and Forbes (2008) conclude that if physiological stress
experienced under stereotype threat conditions does not directly decrease working
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memory processes, then the increased vigilance to performance or the regulation of
negative emotions can.
Furthermore, Schmader and colleagues believe that the state of imbalance that
experienced during stereotype threat can also make individuals sensitive to performance
cues, internal states, and social feedback.  Hence, if an individual has a strong
identification with a domain he or she might look for cues in the environment to help 
regain balance; therefore, self- monitoring helps the individual to remain conscious of his 
or her surroundings and performance.  7KH\IXUWKHUH[SODLQ³WKHSHUVRQXQGer threat 
finds him- or herself confronting two alternative hypotheses about his or her 
SHUIRUPDQFHµ:LOO,GRZHOOFRQVLVWHQWZLWKP\SHUVRQDOOLQNWRWKHGRPDLQ"¶RUµ:LOO, 
do poorly, consistent with the negative link to the domain suggested by the stHUHRW\SH"¶´ 
(p. 13).  Because of this conflict, the stereotyped individual might become more vigilant 
to internal or external cues that might help alleviate the conflict; this constant monitoring
for relevant information is likely to tax working memory ((Beilock et al., 2007; Dolcos &
McCarthy, 2006) .  
A third factor that influences working memory is emotional regulation, as 
individuals try to actively control negative thoughts and feelings, they experience in 
stereotype threat conditions.  Schmader, Johns, and Forbes (2008) propose that in a 
stereotype threat situation, individuals appraise their environment in order to make sense
of environmental cues.  Therefore, individuals will have different experiences during the 
performance situation; nonstigmatized individuals might feel challenged and confident,
while stigmatized individuals might experience self-doubt and anxiety.  Stereotype threat 
experiments have been shown to trigger worries (Beilock et al., 2007), frustration, 
disappointment, and sadness (Keller & Dauenheimer, 2003).  Correspondingly, Cadinu, 
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0DDVV5RVDELDQFDDQG.LHVQHUHYDOXDWHGZRPHQ¶VPDWKSHUIRUPDQFHZKHQ 
gender differences were highlighted or refuted.  :RPHQ¶VSHUIRUPDQFHZDVZRUVHZKHQ 
gender stereotypes were reinforced; additionally, they reported having more domain-
specific negative thoughts.  Krendl, Richeson, Kelley, and Heatherton (2008) used
functional magnetic resonance imaging (fMRI) to explore brain regions activated during
math exercises in the presence or absence of stereotype threat.  The fMRI data revealed 
that women in the control condition showed activation in the brain areas associated with 
math reasoning, like the angular gyrus, whereas women in the stereotype threat condition 
had more activation in the ventral anterior cingulate cortex and no heightened activation 
in the regions important for successful math performance.  Thus, emotional regulation 
might undermine performance because the neural circuits associated with processing
negative information were more activated under stereotype threat conditions.  
Strategies for remediating stereotype threat.
Given the detrimental nature of stereotype threat, research has started to explore
ways in which stereotype threat effects can be remediated.  Potential methods for
decreasing the negative effects of stereotype threat include: emphasizing an incremental 
view of intelligence, self-affirmation, providing role models, deemphasizing threatened 
social identities, and cognitive reappraisal (Aronson, Fried, & Good, 2002; Blackwell, 
Trzesniewski, & Dweck, 2007; Forbes & Schmader, 2010; Martens, Johns, Greenberg, &
Schimel, 2006).  Research shows that having an incremental view of intelligence, 
FKDQJLQJVWXGHQWV¶EHOLHIVDERXWLQWHOOLJHQFHE\VWUHVVLQJWKHH[SDQGDELOLW\ of intelligence
from entity to increment, can reduce the effects of stereotype threat.  For domain-
identified students, this entails affirming domain belongingness, valuing multiple
perspectives, and having role models.  For domain-unidentified students, this includes 
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nonjudgmental responsiveness, and building self-efficacy.  Aronson, Fried, and Good 
(2002) indicated that some Black students over time might have internalized the idea that 
their intellectual ability is fixed, causing them to underperform in academic domains.  
Thus, they believed that advocating an incremental view of intelligence would counteract 
the effects of stereotype threat.  Aronson and colleagues had undergraduate students write
letters of encouragement to students who had difficulty in school, and African American 
students showed great improvement in their attitudes about intelligence after two sessions 
of advocating the malleability of intelligence.  Furthermore, significant improvement was 
QRWHGLQWKHSDUWLFLSDQWV¶JUDGHVLQFRPSDrison to the other subjects in the control groups.  
Blackwell, Trzesniewski, and Dweck (2007) also encouraged students to view
intelligence as malleable. In their study, low-achieving middle school students were
randomly assigned to an intervention or a control group condition where they learned 
about the brain and stereotyping.  The intervention group received additional information 
RQ³JURZLQJ\RXULQWHOOLJHQFH´DQGWKHFRQWUROJURXSUHFHLYHGLQIRUPDWLRQWKDWZDV 
unrelated to the malleability of intelligence.  Pretest and postdata showed that participants 
in the intervention group had a more incremental view of intelligence after the
experiment.  0RUHRYHUWKHVHVWXGHQWV¶PDWKSHrformance greatly improved 
postintervention.
Similarly, Good, Aronson, and Inzlicht (2003) revealed that targeting the negative
stereotype associated with task performance could reduce stereotype threat. In their 
study, students were randomly assigned to a mentor; in addition to the mentor, student 
participants were also randomly assigned to receive different types of educational 
messages from their mentors (incremental message which taught them about the
malleability of intelligence; attribution message, which focused on the fact that all 
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students experience difficulty in the beginning, but they improve over time; combination 

of messages, in which students received both incremental and attributional messages; 

lastly, the control condition, in which they learned about the dangers of drug use).  

Results of the study indicated improvement on state reading tests for students in the 

incremental and attributional message conditions, but not for the control group.  

Self-affirmation is another strategy that has shown positive effects in reducing
stereotype effects, both in experimental settings and as the classroom.  Self-affirmation 
involves reinforcing LQGLYLGXDOV¶VHOI-worth by allowing them to reflect on other source
of values (e.g., characteristics, skills, or roles).  Martens, Johns, Greenberg, and Schimel 
(2006) showed that women performed as well as men on math tasks after they were 
encouraged to self-affirm.  Positive effects have also been noted in middle school 
children.  Cohen et al. (2006) demonstrated that reaffirmation exercises that allow 
individuals to reaffirm their self-worth can have psychological and pragmatic effects on 
VWXGHQWV¶DFDGHPLFSHUIRUPDQFH. Seventh grade students were randomly assigned to an 
intervention or a control group condition, and both groups were provided with a list of 
core values.  Students in the intervention were instructed to list the values that were
important to them and why.  The students in the control condition were told to write the 
values that were least important to them and why they might be important to others.  
African American participants in the intervention group had a higher mean GPA in the
course than those in the control group.  Moreover, intervention effects for Black students 
were also observed in other courses.  
Subsequently, research has shown that providing a role model that challenges 
stereotypic assumptions can also reduce performance decrements under stereotype threat.  
Marx and Goff (2005) illustrated that having a Black experimenter administer a
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challenging verbal test to highly motivated Black participants under stereotype threat 
conditions increased the subjHFWV¶YHUEDOWHVWSHUIRUPDQFH. Furthermore, subjects who 
were administered a test by a Black experimenter outperformed the Black participants 
who were given the test by a White experimenter. Furthermore, indirect exposure to 
successful individuals or having a test administered by a member of the stigmatized 
group can decrease stereotype threat effects.  McIntire et al. (2005) reported that simply
UHDGLQJDERXWUROHPRGHOVWKDWKDYHEHHQVXFFHVVIXOLPSURYHGZRPHQ¶VSerformance on 
math exercises.  Additionally, research indicates that removing or changing the location 
of demographic questions can decrease stereotype threat effects.  For example, requesting
identity information at the end of a test rather than at the beginning increased ZRPHQ¶V 
performance on the test (Danaher & Crandall, 2008; Stricker & Ward, 2004).  Lastly, 
retraining attitudes has also been mentioned in the literature as a strategy for addressing
stereotype threat.  Forbes and Schmader (2010) looked DWZRPHQ¶VDWWLWXGHs under 
stereotype conditions by retraining the participants to have more positive attitudes toward 
math.  Women were trained to associate their gender with being good at math, and results 
from the experiments indicated that women who were trained showed increased working
memory capacity as well as better performance in areas that had shown to decrease
performance.
Steele (1997) indicates that schooling of stereotype-threatened groups may be
improved by changing stuGHQWV¶OHDUQLQJHQYLURQments.  One of these environmental 
changes is having an optimistic teacher-student relationship.  Ability-stigmatized groups 
may worry that people in their school will doubt their abilities.  Therefore, Steele believes 
that it is important to change this assumption by creating positive adult relationships.  A 
second method is providing challenge instead of remediation.  Steele (1997) notes that 
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giving challenging work to students lets them know the teacher acknowledges their 
potential and is willing to challenge them, as opposed to coddling them.  
Curriculum-Based and government initiatives.
Various curriculum-based interventions have been established at the primary and 
secondary level to improve African AmericanV¶DQG/DWLQRs¶ academic achievements. 
These programs typically focused on content remediation, behavioral management, 
whole school reform, curriculum reform, and/or standardized test preparation (Fashola &
Slavin, 2001).  However, they tend to overlook the educational disposition of the 
students, familial and community supports, cultural/ethnic/racial learning strategies, and 
social messages of African American and Latino students (Gordon, 1996). Gordon posits 
that more attention has been given to cognitive processes in relation to affective
functioning when looking at student development.  )XUWKHUPRUH/DWLQRVWXGHQWV¶ 
performances are further complicated by issues of limited English proficiency.  Studies 
indicate low academic achievement among a great number of Latino students, especially
first generation students, but gaps are also found in second and third generation Latinos,
as well (Slavin, & Madden, 2001).
Some of the early intervention programs aimed at reducing the achievement gap 
included high-intensity and high-quality interventions such as the High/Scope Perry
Preschool Project, the Carolina Abecedarian Project, and the Chicago Child-Parent 
Centers.  The Perry Preschool intervention contained daily classroom sessions and 
ZHHNO\WHDFKHUYLVLWVWRWKHFKLOG¶VKRPHGXULQJWKHVFKRRO\HDr.  The Abecedarian 
intervention consisted of a full-day, year-round child care program that lasted until 
kindergarten.  In the Chicago Child-Parent Centers intervention, 3 and 4-years- olds 
participated in a half-day preschool program at their neighborhood schools. 
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Subsequently, they attended a half or a full-day kindergarten program and an enrichment 
program until age 9.  
Other government funded programs include Head Start and Early Head Start.  
Head Start is a well-known targeted early childhood program established in 1965 by the 
federal government to improve the lives of low-income children by providing quality
comprehensive child development services (Perez-Johnson & Maynard, 2007).  Early
Head Start was developed in 1995 as an extension of Head Start for low-income infants 
and toddlers (Perez-Johnson & Maynard, 2007).  Similar to Head Start, Early Head Start 
programs provide various services to low-income families.  Overall, Perez-Johnson and 
Maynard (2007) conclude that intensive, high-quality, and long-lasting interventions that 
begin in early childhood can have a significant effect on the kindergarten readiness gaps.  
Perez-Johnson and Maynard reveal that highly targeted programs like the High/Scope
Perry Preschool Project or the Carolina Abecedarian Project are likely to have greater
effects than large-scale public programs like Head Start and Early Head Start.  
The two most prominent federal precollege initiatives are Upward Bound and 
Gaining Early Awareness and Readiness for Undergraduate Programs (GEAR UP).  The
Department of Education started UpWard Bound in 1965 as a means to help 
economically disadvantaged high school students obtain the necessary skills to graduate 
high school and to become successful in postVHFRQGDU\HQGHDYRUV2¶%ULHQHWDO., 2000).  
GEAR UP is another initiative created by the Department of Education in 1998 in order 
to extend the opportunity for postsecondary education to students from low-income
families (Fields, 2001).  The most recent government initiative is the re authorization of
the Elementary and Secondary Education Act of 1965 (Jacob & Hartshorne, 2003).
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No Child Left Behind (NCLB) originated with President Lyndon B.  Johnson 
when he enacted the Elementary and Secondary Education Act of 1965 as part of his War 
on Poverty (Jacob & Hartshorne, 2003).  'XULQJ3UHVLGHQW5HDJDQ¶Vadministration, he
requested the National Commission on Excellence in Education (NCEE) to report on the
quality of education in the United States (U.S. Department of Education, 2009).  The
report, A Nation at Risk, found that the education system was producing mediocre results 
(National Commission on Excellence in Education, 1983).  One of the solutions proposed 
was a common core curriculum or academic standards (U.S. Department of Education,
2009).  In 1989, President George H.W. %XVKFRQYHQHGWKHQDWLRQ¶s governors; they
established six broad objectives to be reached by 2000, called America 2000 (U.S. 
Department of Education, 2009).  In addition, President Bush created the National 
Education Goals Panel to monitor and report on the progress made toward meeting the 
six objectives.  During the Clinton administration, President Clinton adopted most of the
recommendations from the first education summit and created his own proposal, similarly
called Goals 2000 (U.S. Department of Education, 2009).  The federal government 
became re-engaged in the accountability issue when President Clinton signed the 
,PSURYLQJ$PHULFD¶s Schools Act (IASA) of 1994 (Olsen & Sexton, 2009).  On January
8, 2002, President Bush signed into law the No Child Left Behind Act of 2001.  
NCLB encompasses key principles such as: accountability, teacher quality,
options and choices for parents, instructional methods, and flexibility.  NCLB hopes to 
create a unified educational system by creating highly qualified teachers and challenging
academic standards for mathematics, reading, and science as well as achievement 
standards in those areas to bridge the gap between underachieving and affluent schools 
(Jacob & Hartshorne, 2003).  Supporters of NCLB believe the testing component of
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NCLB encourages VFKRRODGPLQLVWUDWRUVWRPRQLWRUVWXGHQW¶VSHUIRUPDQFHPRUHFORVHO\ 
thereby, they are able to direct more instructional resources toward those students who 
are failing behind (Fusarelli, 2004).  However, critics of NCLB, such as Gerstl-Peppin 
(2006) indicate that NCLB presents a narrow view of education, in that it assumes that 
the public education system alone is responsible for the achievement gaps between 
children living in poverty and children from affluent families.  The achievement gap does 
not result solely from poor schooling; Fusarelli (2004) states that the achievement gap is 
the product of the interaction of various social systems (i.e., interest group pressures, 
ethnic and class biases, and built- in societal inequalities).  Since the education gap 
appears to be a combination of various systemic problems, interventions serve to address 
the needs of children that may not have had the same early educational advantages as 
their counterparts.  
Statement of the problem.
According to Osborne and Walker (2006), school withdrawal is a significant
problem for school districts and parents.  The literature indicates that in the United States, 
Black and Hispanic students seem to be less identified with academics in relation to their
White and Asian peers, and as a result, they are more likely to drop out of school (Griffin, 
2002).  At every level of family income and grade level, Black students underperformed 
in academic domains and on standardized tests (Steele, 1997).  The literature indicates 
disagreement about the underlying causes of African American educational performance
and the remedies to the problem of African American educational underachievement.  
Stereotype threat theory seems to offer a unique perspective on the issue.  Overall, the 
OLWHUDWXUHRQVWHUHRW\SHWKUHDWLQGLFDWHVWKDWHWKQLFPLQRULWLHV¶SHUFHSWLRQVRIVWHUHRW\SH 
threat can lower their academic performances.  Particularly relevant to this study are
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studies comparing the performance of Black students to that of White students (Steele &
Aronson, 1995).  Steele (1997) and others have shown that when the negative stereotype
of Black intellectual ability is made salient, Black students perform more poorely on
achievement tasks than their White counterparts.  In contrast, when ethnicity is not
salient, the two groups perform at equivalent levels.  As Steele (1997) indicates, minority
groups feel first-hand the effect of negative stereotypes, and in many cases, they fear the
risk of proving or disproving the stereotype.  
Moreover, Steele (1997) notes that stereotype threat can be observed at every
level of schooling.  $VWXGHQW¶VYXOQHUDELOLW\WRWKLVWKUHDWPD\QRWEHWKHUHVXOWRI 
internal doubts about his or her ability, but rather from his or her identification with a 
particular domain and the fear of being stigmatized because of that identification (Steele, 
1997).  Smith (2004) explains this phenomenon as follows:
Imagine an instructor who holds the stereotype that African American 
students are unintelligent.  An African American student in this 
LQVWUXFWRU¶VFODVVPD\QRWEHFDOOHGRQWRSHUIRUPFKDOOHQJLQJFRJQLWLYH 
tasks because of this perception.  As such the student foregoes practice, 
performs poorly on tests, and thus appears to validate [self-fulfill] the 
LQVWUXFWRU¶VVWHUHRW\SHS. 180).
Thus, if an individual holds a negative stereotype about a particular group, that stereotype
will influence how he or she treats members of the stereotyped group.  As a result, 
individuals from the stereotyped group may behave in a manner that confirms the 
SHUFHLYHU¶VVWHUHRW\SH6PLWK2004).  As students go through the schooling process and 
perception of stereotype threat becomes internalized, they become more likely to 
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underperform even when the stereotype threat is not there (Steele, 1997).  That is to say, 

students become primed to the experience of stereotype threat; therefore, their sensitivity
 
is heightened to any perceived threat in their environment.  

Although authors like Osborne (1997) and Voelkl (1996) suggested that 
identification with academics should be positively correlated with school outcomes,
Steele (1997) posits that high achieving minority students are at a greater risk of 
experiencing stereotype threat than those students who are not engaged, given that
negative stereotypes about the academic ability of certain minority groups (i.e., African 
Americans) can lead to increased anxiety for individuals identified as members of these
stigmatized groups.  That is to say, students of color who are invested in academic
domains are more likely to experience the negative effects of group stereotypes (Osborne
& Walker, 2006).  Due to the negative stereotypes that African American students often 
encounter in academic domains, they come to realize that their social identity is 
undervalued in academic settings (Nussbaum & Steele, 2007).  Therefore, strong
identification with academic domains may cause the schooling process to be an aversive
experience for students of color.  These identified minority students often use
mechanisms such as disengagement, which over time may lead to full disidentification 
and early withdrawal from school to escape an aversive academic situation (Nussbaum &
Steele, 2007; Steele, 1997).  
Purpose of the study.
According to Steele (1997), stereotype threat is a serious problem that can depress 
DJURXS¶VLQWHOOHFWXDOSHUIRUPDQFHDQGXQGHUPLQHWheir identity in the long run.  
Nevertheless, he notes that this phenomenon is not intrinsic to the group itself; therefore,
intervention can alter its effect.  Although various interventions have shown efficacy with 
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college students, few of these interventions have been used with on middle school and 
high school students in the classroom.  As a result, these interventions are not readily
accessible in written form to educators and other professionals working with students in 
the schools.  Thus, given that no specific manualized interventions for stereotype threat 
currently exist, the purpose of this action-oriented research project was to utilize the 
current literature in order to construct an educational program that can be used by
educators, psychologists, counselors, and other school personnel to counter stereotype
threat bias with middle and high school students.  Secondly, this dissertation examined
the following:
1.	 Does the program provide facilitators with enough strategies to effectively
intervene on stereotype threat at the middle and high school level?
2.	 How did the program need to be adjusted following a pilot study in order 
to improve its utility in the schools?
Rationale for this study.
Researchers have identified the early adolescent years as a critical point in 
development (Blackwell, Trzesniewski, & Dweck, 2007; Eccles, Lord, & Midgley, 1991; 
Eccles, Wigfield, Midgley, & Reuman, 1993; Good, Aronson, & Izicht, 2003).  While
most individuals pass through this developmental period without high levels of stress, 
many students do experience difficulties.  During late childhood, children are generally
well behaved, do well in school, and have high self-esteem (Blackwell et al., 2007).  
However, for some children, the early adolescent years are marked by declines in self-
perception, academic achievement, and school engagement (Blackwell et al., 2007).  
Some theorists hypothesize that the decrease in motivation and performance results from 
the fact that adolescents transitioning to junior high school must deal with pubertal 
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change and school change (Eccles et al., 1991).  Furthermore, the literature indicates that 
students become more meaningfully affected by stereotype threat during early
adolescence (McKown & Weinstein, 2003).  Additionally, junior high teachers are more
likely to promote a fixed view of intelligence (Good, Aronson, & Inzlicht, 2003).  
Therefore, adolescence seems the most appropriate and effective time to intervene in
stereotype threat.
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Chapter 2
Program Development
Overview.
The primary aim of this dissertation study was to utilize the current literature to 
construct an educational program that can be used by educators, psychologists, 
counselors and other school personnel to counter stereotype threat bias with middle and 
high school students.  It is a unique intervention because no specific manualized 
interventions for stereotype threat currently exist for use at the middle or high school 
levels.  Ideally, this action-oriented research project will aid in the development of an 
effective, time-limited intervention for adolescents in the schools.  This chapter describes 
the steps taken in the process of developing the program.  A copy of the program 
materials that were developed in this process is provided in Appendix D.  
Searching the literature.
To identify existing research and interventions designed to decrease the 
occurrence of stereotype threat in the schools, searches of electronic databases such as 
Google Scholar, PsycINFO, and ERIC were conducted using the combination of the 
keywords stereotype threat and interventions as search parameters.  A secondary search 
was also performed using Dissertation Abstracts and Psychology and Behavioral 
Sciences databases.  The literature searches yielded peer-reviewed articles and 
dissertations abstracts dated between 1995 and October 2010 (the publication year of the 
Steele and Aronson article, one of the main articles that explored the influence of 
stereotype threat on African American academic achievement).  All available articles and 
circulating dissertations about intervening in stereotype threat were obtained for review.  
In addition, the investigator conducted a manual search of the reference lists of various 
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articles to find additional citations that may not have been revealed by the initial database
searches.  Appendix B provides a list of the search engines and the number of articles 
obtained from each site.  
Inclusion criteria.
Since it is important to apply consistent decision rules when selecting the studies, 
the following criteria were established in order to determine which studies should be
included.  The following criteria had to be consistently met for a study to be included in 
the review.  
1.	 Only empirical studies published in a peer-reviewed journal dated between 1995 

and October 2010 were included.  Literature reviews, book chapters, dissertations, 

and conceptual papers were excluded.
 
2.	 Studies that reviewed or intervened on stereotype threat were included in the
 
meta-analysis.  Interventions that were included were aimed at reducing the
 
intensity of the psychological experience of stereotype threat in order to improve
 
VWXGHQWV¶SHUIRUPDQFH. Therefore, studies targeting ability domains, test 

performance, or other constructs were excluded from the sample.  

3.	 Studies needed to include Black and Hispanic students in the sample.  For the 

scope of the meta-analysis, only studies that included minorities in their sample
 
were included in the review database.  Studies that intervened on stereotype threat 

but did not include Black and Hispanics as part of their sample were excluded.  

4.	 Only studies investigating interventions for race-based stereotype threat were
 
included in the literature review.  Studies examining gender-based and age-based 

interventions were not included.
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5.	 Only studies on adolescents or college students were included.  Studies that 

involved older adults or individuals in the workplace were not added to the
 
review.
 
Assessing the quality of studies.
A protocol was developed based on the criteria noted above in order to assess the
studies collected during the literature search (see Appendix B).  The review yielded a
total of 233 published articles and unpublished empirical reports on stereotype threat 
effects.  Applying the first three criteria of the screening protocol resulted in 219 
exclusions.  Of these, 35 were excluded because they were off topic or irrelevant, 45 were
not empirical studies, and 139 studies focused on gender-based stereotypes or work-based 
stereotypes, rather than race-based stereotype threat.  The 14 remaining studies were
subject to a second round of screening. In the end, all 14 studies of these studies were 
retained in the final list because they met the inclusion criteria.  Table 1 presents a list of 
the studies included.  
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Table 1
List of Studies That Met Inclusion Criteria
Author (s) Intervention
Alter, Aronson, Darley, Rodriguez,
 
& Ruble (2010) 

Aronson, Fried, & Good (2002)   

Blackwell, Trzesniewski, & Dweck (2007)  

Cohen, Garcia, Apfel, & Master (2006)       

Cohen, Steele, & Ross (1999)
 
Good, Aronson, & Inzlicht (2003)
 
Fischer (2010)
 
Inzlicht, Aronson, Good, & McKay (2006)
 
Marx & Goff (2005)
 
Riek, Mania, Gaertner, McDonald, 

& Lamoreaux (2010) 

Shih, Bonam, Sanchez, & Peck (2007)
 
Steele (1997)
 
Steele & Aronson (1995)
 
Walton & Cohen (2007) 

Reframing problems as a challenge
Advocating a malleable view of intelligence
Teaching incremental theory of intelligence
Conducting self-affirmation exercises
Using wise mentoring
Teaching students different perspectives on
school achievement     
Having  professors of the same race
Manipulating the race compositions of
groups
Utilizing experimenter of the same race
Making groups aware of a shared identity
Emphasizing race as a social construct       
Using sWUDWHJLHVIURP6WHHOH¶V:LVH
Schooling
Presenting tests as nondiagnostic of ability
Normalizing doubts about social belonging
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Program development.
The findings from the literature review were utilized to create the manual for the 
Study Skills Group.  The program is composed of eight 30-minute sessions focusing on 
teaching youths about the negative effects of labels, stereotype threat, and how human 
brains change with new learning.  The structure of each session is based on a cognitive-
behavioral framework that begins with an agenda setting exercise that includes: (a) mood 
check in, (b) review of the previous session and homework, (c) introduction of the 
concept for the week, (d) group discussion, (e) homework assignment, (f) summary and 
feedback discussion.  The activities and concepts are structured to build upon previously
learned concepts.  The content of each session is organized into four modules.  Module 1
consists of sessions one and two, introduction and identifying values.  Module 2 includes 
sessions three and four, labels and stereotype threat.  Module 3 is comprised of sessions 
five and six, brain anatomy and the nature of intelligence, and Module 4 contains sessions
seven and eight, study skills and closing (see Appendix D for a full review of the 
program).  
Module 1 description.
In Module 1 group members were introduced to the Study Skills Program. The
purpose of the first session is to build rapport with individual members and to explain 
basic information about the group.  The session begins with an introduction to the first 
session and the group facilitator and the rationale for the group.  The session also 
provides an introduction to the program goals and guidelines and group expectations.
After the introduction to the program, students should have a greater understanding of
how each session will run and the rationale for the group.
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The purpose of this session is to help students reattribute their academic
difficulties from internal causes to external ones and to reinforce their sense of personal 
worth by reflecting on sources of value and meaning in their lives.  Students sometimes 
conclude that they are not intelligent when, in fact, their difficulties are due to the novelty
of the situation.  Reaction to failure leads to different future study behaviors, which 
subsequently lead to divergent outcomes.  Moreover, students from stigmatized groups
are often concerned that poor performance in a domain could confirm negative
stereotypes about their group (Steele, 1997).  This situation can create chronic stress, and 
over time, this stress can undermine academic achievement (Steele, 1997).  Research 
shows that reminding students about sources of self-worth decreases negative effects of 
stereotype threat (Cohen, Garcia, Apfel, & Master, 2006) Thus, the goal of this session is 
to help students reaffirm their sense of personal adequacy and self-worth in order to 
lessen the psychological effects of stereotype threat.  
Module 2 description.
Module II focuses on labels and stereotype threat. The third session serves to 
educate participants about various labels that we assign to others and how these labels 
can make people feel afraid to try or to work hard in academic domains for fear of how
they will be perceived by their peers, for example, looking stupid or being called a nerd.
Fordham and Ogbu (1988, as cited in Ogbu, 2004) argue that among Black students there
is an oppositional culture where academic acKLHYHPHQWLVYLHZHGDV³DFWLQJ:KLWH´ 
Assimilating to the dominant culture often results in social sanctions (i.e., name calling, 
humiliation, and loss of friends) (Ogbu, 2004).  As a result, these students often have to 
choose between keeping their friendships and their community ties and maintaining their
  
 
  
 
 
 
 
  
  
  
        
 
 
 
  
 
 
 
44Running head: STEREOTYPE THREAT AND ACADEMICS
academic achievements.  This session will lay the foundation for future activities relating
to stereotype threat.
During the fourth session, the group facilitator educates the participants about 
stereotype threat.  Stereotype threat refers to the physiological arousal that one feels when 
facing the possibility of confirming negative cultural stereotypes about his or her 
intellectual and academic capabilities (Steele & Aronson, 1995).  Continuous exposure to 
negative stereotypes can contribute to intellectual underperformance among stigmatized 
students.  Teaching the participants about the consequences of stereotype threat will 
IRVWHUJUHDWHUDZDUHQHVVRIWKHLUERGLHV¶SK\VLRlogical reactions to stereotype-threat-
provoking situations.  Moreover, they will gain a greater understanding of how the
mindset that they have about basic qualities and ability can influence their experience of 
stereotype threat (Dweck, 2006).  Once participants become mindful of stereotype threat, 
they will be able to handle stereotype threat situations in a more appropriate manner.  
Module 3 description.
Module 3 presents exercises relating to the brain and learning.  Session five is 
designed to teach participants about brain structure and functions.  Teaching participants 
basic facts about the brain will help them better understand the learning process and the
different brain areas that are involved in learning. Moreover, it will help them better 
understand how labeling and stereotype threat can negatively affect brain functioning
(Johns, Inzlicht, & Schmader, 2008).  They will also be taught how to use their brain to 
counter stereotype threat effects.  The session utilizes illustrative handouts and activities 
to learn basic facts about the brain.  It is important for the participants to understand that 
when they learn new things, the connections in the brain get stronger; their brain cells 
grow (Dweck, 2006).  
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Session six focuses on teaching participants about the malleable nature of 
intelligence.  The purpose of this session is to help participants understand that learning
changes the brain by forming new connections, and participants are in charge of their 
learning.  Individuals who view intelligence as a fixed trait that cannot be altered by
experience and learning tend to be more concerned with demonstrating their intelligence,
whereas individuals who have a growth and development view of intelligence tend to 
focus on learning new concepts and increasing their competence (Aronson, Fried, &
Good, 2002).  Individuals who have a growth mindset believe that they can develop their 
brain and abilities.  According to Dweck (2006), the growth mindset fosters a love for
learning and growth. However, people with a fixed mindset believe that their basic 
qualities are fixed aQGFDQ¶t be developed (Dweck, 2006).  According to Aronson, Fried, 
and Good, (2002), individuals who are vulnerable to ability stereotypes adopt a similar 
mindset to trait theorists when faced with academic difficulties.
Module 4 description.
Module 4 focuses on teaching the group techniques to improve their learning.  
Session seven focuses on teaching participants study techniques such as goal setting, time 
management, studying strategies, and organization skills.  The transition to middle school 
or high school can be stressful for many students (Good et al., 2003).  The capacity to 
think clearly is weakened when a person is faced with a stressful situation.  When 
stressed, a person cannot think clearly, consider the longǦrange consequences of his or 
her behavior, or make good decisions.  &RQVHTXHQWO\DQLQGLYLGXDO¶VFDSDFLW\WR 
remember and process new information and memories is also compromised.
Transitioning to middle school or high school often requires students to meet the 
demands of several teachers, and keeping materials and time organized requires a level of 
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maturity that some students may not be able to demonstrate (Blackwell, Trzesniewski, &
Dweck, 2007).  Therefore, it is important to teach participants techniques to help them 
manage some of the stress that they will experience throughout their schooling career to 
help them capitalize on their strengths and compensate for their weaknesses, and to help 
them learn strategies for success in school.
Session eight, the final session, is designed to consolidate learning and provide 
feedback to the program facilitator.  Participants are encouraged to discuss what they
learned from the program.  Moreover, the program facilitator reviews, reinforces, and 
integrates the concepts discussed throughout the program.  Reviewing past exercises
provides the facilitator with an opportunity to clarify any lingering questions that the
group members might have, while reinforcing previously learned concepts.
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Chapter 3
 
Methods
 
In order to examine the structure, content, and implementation of the program a 
pilot was conducted with middle and high school students.  This pilot sought to determine
if the Study Skills Group Manual provides facilitators with enough strategies to 
effectively intervene in stereotype threat at the middle and high school levels.  It also was 
intended to provide information about how the manual could be refined in order to 
improve its receptivity and utility in the schools.  The pilot was conducted as part of the 
internship program duties of the principal investigator.  The data collected during the 
pilot were archived and accessed for analysis as part of this dissertation.  
Source and description of archival data.
Archived data included information collected from three students, two males and 
one female, during a program tryout.  All three students identified themselves as Haitian 
American.  The first student was a 15 year-old 10th grade student attending high school 
in central New Jersey.  The second student was a 14 year-old eighth grade student 
attending middle school in central New Jersey, and the third student was a 13 year-old 
seventh grade student attending the same middle school.  The program tryout was 
conducted at a center in central New Jersey. The program was described to the students 
as a study skills group designed to teach adolescents about the negative effects of labels 
and stereotype threat and the importance of effective study skills.  The students 
completed the eight sessions of the Study Skills Group over an 8 week period and 
completed the preassessment surveys during the initial interview; postassessment surveys 
were administered after the final session had been completed.  The program facilitator 
also completed postsession interviews with the students.  
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Preprogram and postprogram evaluation data were collected from the students to 
determine their perceptions about their academic achievement and the program content.  
Prior to the program, each student completed an adapted version of the Motivation Trait
Questionnaire ± Short (MTQ ± Short) (Williams, 2004).  The MTQ ± Short is a valid and 
reliable measure of achievement and motivation (Kanfer & Ackerman, 2000).  The MTQ 
± Short however, was piloted with a sample that did not include African Americans.  
Furthermore, some of the items dealt with an occupational context as opposed to a school 
environment.  As a result, an adapted version of the MTQ ± Short developed by Williams 
(2004) was utilized for this study (see Appendix F).  The adapted version of the MTQ ±
Short includes two factors, personal mastery and motivation anxiety.  Items are
responded to on a 6-point Likert scale from 1 (very untrue of me) to 6 (very true of me).  
The personal mastery factor is comprised of two subcomponents, desire to learn HJ³, 
prefer activities that provide me the opportunity WROHDUQVRPHWKLQJQHZ´DQGPDVWHU\
HJ³,VHWJRDOVDVDZD\WR LPSURYHP\SHUIRUPDQFH´7KHPRWLYDWLRQDnxiety factor
includes two subscales: Worry HJ³,ZRUU\DERut how others will view my school 
SHUIRUPDQFH´DQGHPRWLRQDOLW\ HJ³,DPXQDEOHWRUHPDLQFDOPDQGUHOD[LQVWUHVVIXO 
VLWXDWLRQV´. 
A second measure, the Stereotype Vulnerability Scale (Williams, 2004), was 
administered to assess stereotype vulnerability (see Appendix E).  Overall, the literature
RQVWHUHRW\SHWKUHDWLQGLFDWHVWKDWHWKQLFPLQRULWLHV¶SHUFHSWLRQVRIVWHUHRW\SHWKUHDWFDQ 
lower their academic performance.  Steele (1997) have shown that when the negative
stereotype of Black intellectual ability is made salient, Black students perform less well
on achievement tasks than their White counterparts.  Therefore, stereotype vulnerability
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is an important construct to assess in this study.  The Stereotype Vulnerability Scale is 
composed of 12 iWHPVVXFKDV³,DPHPEDUUDVVHGWRWDONWRRWKHUVDERXWQRWGRLQJZHOOLQ 
VFKRRO´ZLWKD-point response scale from 1 (strongly disagree) to 6 (strongly agree) 
(Williams, 2004).  A third measure, the Academic Identification Survey (Williams, 
2004), was used to assess identification with academics and perceptions of test bias (see
Appendix G).
A postprogram evaluation survey (see Appendix H) with open-ended questions 
was developed and used to evaluate the efficacy of the program.  The questionnaire is 
composed of 11 items with a 6-point response scale from 1 (strongly disagree) to 6 
(strongly agree).  This assessment utilized questions that are worded in a positive fashion,
so that higher ratings on the scale reflect positive perceptions of the program.  The 
preassessment surveys described above also were readministered to the participants after
completion of the program to determine if students expressed any changes in their 
perceptions.
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Chapter 4
 
Results
 
Analysis of archival data.
 
Archival data analysis employed a single subject design to evaluate the effect of 
the program tryout.  Single subject designs can involve one participant, but usually
include multiple participants in a single study.  In this type of design, each participant 
serves as his or her own control, in that baseline performance prior to the intervention is 
compared to performance during or after the intervention (Kazdin, 2003).  In the analyses 
conducted, preassessment and postassessment data were utilized in order to determine if 
positive changes in perceptions were evident after program completion (Kazdin, 2003).  
Description of findings.
The preassessment and postassessment responses of each student on the 
Academic Identification Survey (AIS), the Motivation Trait Questionnaire ± Short (MTQ 
± Short), and the Stereotype Vulnerability Survey (SVS) were compared.  Results of the
surveys are illustrated below for all three students (see Figures 1 through 12).  
Student one.
The AIS item responses of student 1 are shown in Figure 1.  Preprogram and 
postprogram responses were identical for items 1, 3, 5, and 7.  On the postprogram 
survey, a higher rating was given to item 4 ³%HLQJDJRRGVWXGHQW is important for my
self-image,´which increased from a rating of 5 tRDUDWLQJRIDQGWRLWHP³2YHUDOO 
being a good student has little to do with how I feel about myself,´ which increased from 
a rating of 5 to a rating of 7).  Conversely, a lower score was assigned on the postprogram 
survey to item 2³%HLQJDJRRG student is a big part of who I am,´which decreased 
from a rating of 6 to a rating of 5).
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The SVS item responses of student 1 are shown in Figure 2.  On the SVS, the
responses of student 1 overall indicated a higher level of awareness of stereotype threat 
after the training.  Ten of the 12 SVS items were rated higher on the postassessment 
survey, and the remaining two items were rated the same as on the preassessment survey.  
The MTQ ± Short Form item responses of student 1 are shown in Figures 3 and 4. 
A majority of the MTQ ± Short Form personal mastery cluster item ratings (9 of 16) 
improved during the postassessment survey; four items were rated identically and three
items were rated lower.  For the MTQ ± Short Form motivation anxiety cluster, a
majority of the item ratings remained the same (11 of 19); six items were rated higher,
but only two items were rated lower.  
F igure 1. Student 1 Academic Identification Survey preprogram and postprogram 
ratings.  
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F igure 2. Student 1 preprogram and postprogram Stereotype Vulnerability Survey
ratings.  
F igure 3. Student 1 preprogram and postprogram Motivation Trait Questionnaire ± Short 
Form item ratings.  
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F igure 4. Student 1 preprogram and postprogram Motivation Trait Questionnaire ± Short 
Form item ratings.  
Student 2.
The AIS responses of student 2 are shown in Figure 5.  On the AIS, the 
postprogram responses for student 2 increased on all of the items, except for item 1.  
Preprogram and post program responses were identical for item 1.  A higher rating was 
given for items 2, 3, 4, 5, 6, and 7.  
The SVS item responses of student 2 are shown in Figure 6.  Student 2  rated 7 of
the 12 items on the SVS higher on the postassessment survey.  Preprogram and 
postprogram responses were identical for items 3, 5, 7, and 12.  However, item 11 ³,OLNH 
to study with classmates who are not WKHVDPHUDFHDVPH´ decreased from a rating of 4 
to a rating of 3.  
The MTQ ± Short Form item responses of student 2 are shown in Figures 7 and 8.  
Half of the MTQ ± Short Form personal mastery cluster item ratings remained the same 
(8 of 16); four items improved on the postassessment survey; and four items were rated 
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lower.  For the MTQ ± Short Form motivation anxiety cluster, a majority of the item 
ratings remained the same (11 of 19); three items were rated higher, and five items were
rated lower.  
F igure 5. Student 2 Academic Identification Survey preprogram and postprogram item 
ratings.  
F igure 6. Student 2 preprogram and postprogram Stereotype Vulnerability Survey item 
ratings.  
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F igure 7. Student 2 preprogram and postprogram Motivation Trait Questionnaire ± Short 
Form item ratings.  
F igure 8. Student 2 preprogram and postprogram Motivation Trait Questionnaire ± Short 
Form item ratings.
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Student three.
The AIS item responses of student 1 are shown in Figure 9.  Preprogram and 
postprogram responses were identical for items 1, 2, 3, and 7.  On the postprogram 
survey, a higher rating was given for  item 4 ³%HLQJDJRRGVWXGHQWLVLPSRUWDQWIRUP\ 
self-LPDJH´and for LWHP³2YHUDOOGRLQJZHOOLQVFKRROKDVDORWWRGRZLWKKRZ,IHHO 
DERXWP\VHOI´both of which also increased from a rating of 4 to a rating of 6.  
Conversely, a lower score was assiJQHGRQWKHSRVWSURJUDPVXUYH\WRLWHPVL[³2YHUDOO 
being a good student has little to do with how I feel about myself,´which decreased from 
a rating of 4 to a rating of 2.
The SVS item responses of student 3 are shown in Figure 10.  On the SVS, 4 of 
the 12 items were rated higher on the postassessment survey; five items were rated lower;
and three items were rated the same as on the preassessment survey.  
The MTQ ±Short Form item responses of student 3 are shown in Figures 11 and 
12.  A majority of the MTQ ± Short Form personal mastery cluster item ratings (10 of 16) 
were rated lower on the postprogram survey.  The remaining nine items were rated 
identically on the preprogram and postprogram survey.  For the MTQ-Short Form 
motivation anxiety cluster, a majority of the item ratings remained the same (11 of 19); 
six of the items were rated higher on the postassessment survey, and two items were rated 
lower.
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F igure 9. Student 3 Academic Identification Survey preprogram and postprogram item 
ratings.
F igure 10. Student 3 preprogram and postprogram Stereotype Vulnerability Survey item 
ratings.  
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F igure 11. Student 3 preprogram and postprogram Motivation Trait Questionnaire ±
Short Form item ratings.
F igure 12. Student 3 preprogram and postprogram Motivation Trait Questionnaire ±
Short Form item ratings. 
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Evaluation
A postprogram evaluation survey, a structured interview survey with open-ended 
questions, was utilized to evaluate the efficacy of the program.  Overall, all three students 
rated the study skills group positively.  Students 1 and 3 gave a rating of 5 or higher to all 
of the items on the postprogram evaluation survey. However, student 2 assigned a lower 
rating (4) to most of the items.  All three students indicated that the program provided 
them with strategies to appropriately cope with stereotype threat.  Moreover, all the 
students reported that they felt that they had more control over how they responded to 
stereotype-threat-provoking situations. When the students ZHUHDVNHG³:RXOG\RXPDNH 
DQ\FKDQJHVWRWKHSURJUDP´VWXGHQWVDQGUHSRUWHGWKDWWKH\ZRXOGQRWFKDQJH 
anything.  Student 1 recommended more games and paired activities.
F igure 13. Student 1, 2, and 3 evaluation of the efficacy of the Study Skills Group.  
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Summary of Results
Overall, it appears that student 2 had the greatest increase on the Academic
Identification survey. Preprogram and postprogram data for student 1 and 3 remained 
relatively the same.  In general, students 1 and 2 reported greater awareness of stereotype
threat after the program.  On the MTQ ± Short Form, students¶SHUVRQDOPDVWHU\Fluster 
increased on the postprogram survey, but the motivation anxiety cluster remained 
relatively the same.  6WXGHQW¶V preprogram and postprogram ratings on the personal 
mastery and the motivation anxiety cluster were identical for most of the items.  Student 
¶V postprogram ratings decreased on the personal mastery and motivation anxiety
cluster.  Based on the preprogram and postprogram surveys, it appears that student 2 
benefited the most from the program.  Nevertheless, all of the students rated the program 
favorably on the postprogram Evaluation Survey and indicated that they learned a great 
deal from being in the group.
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Chapter F ive
 
Discussion
 
7KHOLWHUDWXUHLQGLFDWHVWKDWPLQRULWLHV¶SHUFHSWLRQVRIVWHUHRW\SHWKUHDWFDQORZHU 
their academic performance; moreover, minority students who are personally invested in 
academics are at greater risk of experiencing stereotype threat than those students who 
are not very engaged.  Although various interventions have been shown to be effective
with college students, no specific manualized interventions for stereotype threat currently
exist for use with students at the middle and high school levels.  Therefore, the intent of
this action-oriented research project was to utilize the current literature to construct a 
manualized educational program that can be used by educators, psychologists, 
counselors, and other school personnel to counter stereotype threat bias with middle and 
high school students.  In order to create this program, a descriptive literature review was 
conducted.  Results yielded 14 studies that were utilized to create the manual for the 
Study Skills Group.
The manual was utilized in a pilot program conducted by the investigator.  The
sessions were structured around a cognitive-behavioral framework that included: (a) 
mood check in, (b) review of the previous session and homework, (c) introduction of the 
concept for the week, (d) group discussion, (e) homework assignment, (f) summary and 
feedback discussion.  The activities and concepts are structured to build upon previously
learned concepts.  The activities and concepts were structured to build upon previously
learned concepts. The session contents were organized into four modules.  Module 1 
consisted of sessions one and two, introduction and identifying values.  Module 2
includes sessions three and four, labels and stereotype threat.  Module 3 is comprised of
sessions five and six, brain anatomy and the nature of intelligence, and Module 4 contains 
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sessions seven and eight, study skills and closing. In using this manual, the following
observations were made about the program:
Session one.
Session one focused on rapport building and introducing the students to the
program.  During this session, the facilitator oriented the students to the program by
providing an overview of the group.  They also conducted an ice-breaker activity and 
created general guidelines for the group.  Since the students knew each other prior to 
participating in the group, participation in the rapport building exercise flowed quite well.  
During the goal setting activity, all the students reported that they would like to become a
medical doctor in the future.  To help them learn more about what is required to become a
doctor, the group facilitator asked the students to research what steps were required for
someone to become a medical doctor.  The group facilitator asked them to present their 
findings during the last session.  Although this activity was not one of the activities listed 
in the manual, the group facilitator thought that this activity would help the students learn 
more about the field of medicine.  For homework, the students had to think about 
qualities and activities that they value.  The students were asked to provide feedback 
about the session; all three students stated that they were happy to be part of the group.  
Session two.
The purpose of this session was to help students reattribute their academic
difficulties from internal causes to external ones and to reinforce their sense of personal 
worth by reflecting on sources of value and meaning in their lives.  This session followed 
the same structure as session one.  In the Study Skills Group manual, each session starts 
with the following check-LQH[HUFLVH³:HOFRPHEDFN+RZLV\RXUZHHNJRLQJ"$Q\ 
SUREOHPVZLWK\RXUFODVVHV"´'XULQJWKHVHFRQGVHVVLRQWKHIDFLOLWDWRUQRWLFHGWKDWWKH
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students were not participating in the check-in exercise.  As a result, she added the 
IROORZLQJVWDWHPHQWWRWKHZHOFRPHVWDWHPHQWLQRUGHUWRJHQHUDWHFRQYHUVDWLRQ³7HOOWKH 
JURXSRQHSRVLWLYHWKLQJWKDWKDSSHQHGWR\RXGXULQJWKHFRXUVHRIWKHZHHN´ 
Subsequently, the facilitator stated one positive thing that happened to her during the 
week and asked the students to model her behavior.  The students were more willing to 
express themselves when they were engaged directly in this manner.  During the group 
activity, the facilitator had to help the students identify people, things, and personal 
characteristics that they held to be of great value to them, as they struggled to generate
ideas on their own.  Although the facilitator provided some examples of characteristics 
that that were important to others, the students still had difficulty with the exercise.  In 
the end, most listed their family and friends as sources of value to them.  Moreover, the
facilitator noted that one of the students had difficulty with written expression; thus, she 
asked the students to verbally explain why his values were important to him instead of 
writing them down.  
Session three. 
The third session educated the students about various labels that individuals 
assign to others and how these labHOVFDQLPSDFWSHRSOH¶VOLYHV. This session started with 
the check-in exercise, followed by a discussion about the labels that people assign to 
others.  During the discussion and group activity, the students did not have any difficulty
generating labels nor indicating why they felt that labels were harmful to others¶ sense of 
self-worth.  Since there were only three students, the facilitator paired up with one of the 
students during the group exercise.  Because a great number of the group exercises 
required paired participation, it would be wise to have an even number of students when 
running the Study Skills Group in the future.  The homework assignment for this session 
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required the students to think about and identify some labels that others have called them 
in the past.  Overall, session three was fun and enjoyable; the students enjoyed the topic
and exercises presented during this session.
Session four. 
This session built on the previous exercises to introduce the concept of stereotype
threat.  This session started with the check-in exercise, followed by a review of the topic 
covered during the previous session and the assigned homework.  After the review, the
concept of stereotype threat was introduced.  During the discussion on stereotype threat, 
it became apparent that the students could not differentiate between stereotype and 
psychological constructs that describe negative attitudes towards others, such as 
prejudice, racism, and discrimination.  Therefore, it was necessary for the facilitator to 
define these constructs.  The group activity required the students to complete a stereotype
worksheet and share their experiences with the group.  They were very emotional as they
talked about various stereotype-threat situations that they encountered during their
schooling years.  One of the students shared that he was having difficulty grasping a
concept during science class, and his teacher asked him if being slow was a characteristic
of all Haitian people.  The student expressed that he felt insulted by the comment because 
his teacher was not only targeting him, but also the people from his country of origin.  
However, he did not articulate his feelings to the teacher.  In general, this session served 
as a platform for the students to openly share their experiences in a safe and supportive 
environment.  No homework was assigned at the end of this session.
Session five. 
This session was designed to teach students about brain structure and functions.  
Teaching students basic facts about the brain was intended to help them better understand 
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the learning process and the different brain areas that are involved in learning.  This 
session started with the check-in exercise, followed by a review of the topic covered 
during the previous session.  After the review, the facilitator started a discussion about 
the brain.  During the discussion, it was apparent that they did not know much about 
brain anatomy and functions, as they had difficulty identifying brain functions.  As a
result, the facilitator spent a great deal of time explaining and answering various 
questions that they had about the brain.  For the group activity, the participant completed 
the Neuron Model handout; this worksheet illustrated how information travels in the 
brain.  The homework assignment for this session required the students to complete the
Brain Anatomy worksheet.  Although the materials introduced in this session were new to 
the students, they were excited to learn about brain anatomy.  
Session six. 
Session six focused on teaching students about the malleable nature of 
intelligence.  The purpose of this session was to help them understand that learning
changes the brain by forming new connections, and they were in charge of their own 
learning.  Session six started with the check-in exercise, followed by a review of the topic
covered during the previous session and homework.  After the review, the facilitator 
started a conversation about intelligence and how individuals can increase their 
intelligence.  The students were provided withan article to read about how individuals can 
increase their intelligence.  Although the article was somewhat lengthy, they did not have
difficulty reading and understanding the topics in the article.  During the group activity, 
the facilitator led a discussion about scientific evidence showing that changes occurred in 
the brain as a result of new learning.  The students were comfortable summarizing and 
discussing the main ideas covered in the article.  During this discussion, the facilitator 
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emphasized to the students that their brains change with all new learning that occurs.  For
homework, the students were asked to complete the How I Became an Expert worksheet.  
Session seven.
The purpose of session seven was to teach the students study techniques such as 
goal setting, time management, studying strategies, and organization skills. Session 
seven started with the check-in exercise, followed by a review of the topic covered during
the previous session and the assigned homework.  At the beginning of the session, the 
students had some lingering questions about the previous topic; thus, the group facilitator 
answered their questions before introducing the topic of the week.  Following the review, 
the facilitator started a discussion about study skills.  The students were asked to identify
the classes that they found challenging and the classes that were easy for them.  It was 
apparent during the discussion that they did not have any particular strategies for
studying.  One of the students noted that study hall was one of his electives for the spring
semester, but he was not taught any study skills in the class.  During the group activity, 
the facilitator reviewed various strategies (i.e., time management, scheduling, homework 
checklist, and a sequencing organizer) with them to help them maximize their learning.  
The facilitator also provided the students with a folder that contained various handouts
and the C.I.T.E.  Learning Styles Inventory; the students also were provided with a set of 
basic tools (highlighter, index cards, etc.). Because the session exceeded the allotted 
time, the students were asked to complete C.I.T.E. Learning Styles Inventory for
homework instead of during the session.  They were also asked to complete a time 
management schedule for homework.  The students thought the handouts and the material 
covered during this session were very helpful. 
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Session eight.
This session focused on reviewing and integrating the concepts discussed 
throughout the other seven sessions. Session eight started with the check-in exercise,
followed by a review of the topic covered during the previous session and the assigned 
homework.  Subsequently, the facilitator helped the students to score their C.I.T.E.  
Learning Styles Inventory; she also reviewed their time management worksheets to 
ensure that the students completed the handout appropriately.  During the discussion 
section, they reviewed the topics and concepts covered during the first seven sessions.  
Following the review, they were asked to create a poster using words and pictures 
representing the important concepts they learned during the past 7 weeks.  The students
presented their poster, and they also presented the mini project that the facilitator asked 
them to complete during session one.  Prior to the end of the session, they were asked to 
provide verbal feedback about the group and the activities covered during the sessions.  
All of the students noted that they enjoyed being a part of the group.  They requested to 
meet once a month with the facilitator for booster sessions during the course of the
academic year.  Although this is not currently a part of the Study Skills Group manual, 
the students request suggested a need for a maintenance component.  Details of this
maintenance component need to be developed in order to provide future program 
participants with an opportunity to process issues that might arise after the end group.  
Data summary.
The data from the pilot program with the three students indicated that student 2
reported the most improvement after participating in the program.  Although all three
were very motivated students in good academic standing, student 1 and student 3 were
more identified with school prior to the start of the study.  Students 1 and 2 both reported 
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greater awareness of stereotype threat after going through the program.  Student 3 
postprogram ratings decreased or remained the same for most items.  Given that the 
participants learned new concepts during the course of the program, they may not have
understood some of the terms used in the preprogram surveys, which may have accounted 
for the variability observed on the postassessment surveys.
Based on the evaluation forms, students indicated that this program did provide 
them with strategies to appropriately deal with stereotype threat provoking situations.  
Moreover, all three reported that they felt that they had more control over how they
responded to stereotype- threat- provoking situations.  Recommended changes to the
program were minimal.  Two students did not recommend any changes to be made to the
program; both participants stated that they would not change anything.  However, student 
1 recommended more games and more paired activities.  
Program revision.
Changes were made to the Study Skills Group manual based on postprogram 
review.  During the group activity in session two, the students had difficulty identifying
people, things, and personal characteristics that they held to be of great value to them.  As 
a result, the manual was revised for session two in order to address this difficulty.  An 
affirmation worksheet containing a list of values was added to session two.  Participants 
will be required to select two values from the handout instead of thinking of two values.  
The manual was revised for session three to better explain how the internalization 
of a label can hamper personal growth.  Moreover, the homework for this session was 
also revised.  The original homework assignment required students to think about and 
identify labels that others have given.  However, in the new homework assignment, they
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will list reasons why the labels that they have identified are not an accurate 
characterization of their capacities.
A section on mindset was added to the stereotype threat discussion introduced in 
session four.  This section was added to the session content in order to help future
participants understand that people who have a growth mindset are not easily influenced 
by stereotype threat effects.  This will help to facilitate a more meaningful discussion on 
stereotype threat.  Moreover, an additional worksheet was introduced to provide concrete 
examples of stereotype threat effects.  The manual was revised for session five in order to 
tie the information introduced in that session to the central themes of the Study Skills 
Group.  As a result, a section was added to the session content area detailing how labeling
and stereotype threat can affect brain functioning.  Moreover, the revised manual includes 
a section on how individuals can use their brain to counter stereotype threat effects.  The
homework assignment for this session was also revised.  Instead of labeling parts of the 
brain, the new homework assignment consists of reviewing a diagram of the fixed and 
growth mindsets and how they can influence behaviors.  
L imitations and future research.
Although the findings of this pilot study are encouraging, there are several 
limitations to this study.  The manual for the pilot program was created by the
investigator.  However, results yielded positive support for the Study Skills Group.  The
participants in the study were a sample of convenience, with a small sample of solely
Haitian American students.  This limits the age range and diversity of the participants.  
With a larger sample size, significant differences may have been found.  Therefore, the 
efficacy of this program may not generalize to other ethnic groups.  
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Since there was subject bias in selecting individuals to participate in the study, 
internal validity of this study was diminished.  Furthermore, the students were motivated 
academically; a larger sample size likely would have included students who were not 
motivated academically. Stereotype threat theory indicates that students most identified 
with academics are most vulnerable to stereotype threat.  However, other researchers 
have argued that if the stakes for performance are high enough, domain identification is 
not necessary in order for stereotype threat effects to occur.
The preprogram and postprogram method utilized to assess the efficacy of the
Study Skills Group could have caused possible threats to internal validity.  Since
stereotype threat is a complex phenomenon, the evaluation forms used might not have
been a true measure of the construct being studied. The number and timing of the 
assessments could also have been possible threats to internal validity.
This action-oriented research project is the first attempt to construct a manualized 
educational program to counter stereotype threat bias with middle and high school 
students.  Although the pilot program was conducted with a small sample of students, the 
results of the program tryout are promising.  The revised manual is ready to be 
implemented with larger groups of students, utilizing various research designs.  The next 
step is to explore whether the Study Skills Group is an effective intervention approach to 
reduce stereotype threat effects with various minority groups at the middle school and 
high school levels.  This program should also be implemented with school staff in order 
to investigate whether the sessions are sufficient to improve their understanding of how 
stereotype threat and labeling negatively impact students¶ performance.
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Implications for the field.
According to Steele (1997), stereotype threat is a serious problem that can depress 
DJURXS¶VLQWHOOHFWXDO performance and undermine its identity in the long run.  Although 
various interventions have been shown to be effective with college students few of these
interventions have been tried on middle school and high school students.  As a result, 
these interventions are not readily accessible in written form to educators and other
professionals working with students in the schools.  This manualized program was 
created as an intervention to counter stereotype threat with middle and high school 
students, in the hope that it will be used by educators, psychologists, school counselors, 
and other school personnel to remediate the effects of stereotype threat in the school 
environment.  With more interventions geared to the middle school and high school 
levels, schools can create a more proactive climate that addresses the issue of stereotype
threat by educating their staff and student body.  Trained staff can work with students 
experiencing stereotype threat to teach them coping strategies to help reduce their
experience of stereotype threat, raise achievement, and help to increase high school 
graduation rates and increase the number of high school students graduating with 
postsecondary goals.
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Appendix A
Database Search Terms
Eric stereotype threat and intervention
PsychInfo stereotype threat and intervention
Dissertation Abstracts stereotype threat and intervention
Google Scholar stereotype threat and intervention
Psychology and Behavioral Sciences stereotype threat and intervention
Collection
www.reducingstereotypethreat.com N/A
87
Number of
References
12
46
16
100
7
41
Total = 233
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Appendix B
A rticle Screening Protocol
APA citation _____________________
F irst l-level
1.  Is the citation an empirical study (not a literature review, book chapter, conceptual 
paper, etc.)? 
Ŷ<HV
Ŷ1RH[FOXGH
2.  Does the study focused on interventions aimed at reducing stereotype threat?
Ŷ<HV
Ŷ1RH[FOXGH
3.  Is the study focused on race-based stereotype threat (as opposed to gender or work 
related stereotype threat)?
Ŷ Yes 
Ŷ1RH[FOXGH
Second-level screening for relevance
4.  Does the study include African American & Hispanic students?
Ŷ<HV
Ŷ1RH[FOXGH
5.  Does the study focus on k±college level students?
Ŷ<HV
Ŷ1RH[FOXGH
In order for the study to be included, it must have passed all screens. ,I³\HV´IRUDOOILYH 
items above, the study is eligible for inclusion.
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Appendix C
L ist of Interventions
1.	 Alter, Aronson, Darley, Rodriguez, & Ruble (2010)
a.	 Reframing math problem as a challenge instead of a threat
2.	 Aronson, Fried, & Good (2002)   
a.	 Persuade a group of students to see intelligence as malleable by having
them write letter to struggling middle school students to work hard in spite
of difficulties.  Emphasized the view that intelligence is expendable.  Also 
was shown a brief video clip that discussed how the brain is able to make
new connections throughout life.
3.	 Blackwell, Trzesniewski, & Dweck (2007) 
a.	 Teach incremental theory of intelligence - Students participated in 8 week 
workshop in which they learned about the malleability of the brain and 
anti-stereotypic message.
4.	 Cohen, Garcia, Apfel, & Master (2006)       
a.	 Affirmation exercise- students were provided with a list of values and to 
indicate their two or three most important values.  Students were also 
asked to write a paragraph about why their selected value is important to 
them.  
5.	 Cohen, Steele, & Ross (1999)
a.	 ³:LVH´PHQWRULQJ- offers criticism accompanied by high expectations and 
the view that each student is capable of reaching those expectations.
6.	 Fischer (2010)
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a.	 Having professors of the same race has an additional positive effect on 
grades for African American students.
7.	 Good, Aronson, & Inzlicht (2003)
a.	 Students were assigned mentors who taught them study skills as well as 
one of the four experimental message during two 90 minutes school visit
and via weekly emails (the expandable nature of  intelligence, the
tendency for all students to initially experience, difficulty but then bounce
back, a combination of these two messages, or the perils of drug use.  
b.	 They also provided advice on adjustment problems students may
experience, and also helped students designed a web page in which 
students advocated the experimental message.  
8.	 Inzlicht, Aronson, Good, & McKay (2006)
a.	 Manipulated the race-compositions of groups- participants were separated 
into 3 conditions (same-race, mixed-race majority, and the numerical 
minority condition).  
b.	 Participants also completed a word-fragment completion tasks that 
measured stereotype activation prior to completing items from the verbal 
portion of the GRE.  
9.	 Marx & Goff (2005)
a. Having a competent Black experimenter administered verbal tasks to 
Black undergraduate student under stereotype threat conditions.
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10. Riek, Mania, Gaertner, McDonald, & Lamoreaux (2010)
a.	 Making groups aware of a shared identity - participants completed scales 
referring to their LPSUHVVLRQVRIWKHRWKHUUDFLDOJURXSDQGWKHLUJURXS¶V 
relation with them.
11. Shih, Bonam, Sanchez, & Peck (2007)
a. Emphesizing race as a social construct instead of Biological- participants 
ZHUHDVNHGWRUHDGDSDUDJUDSK³,W¶V1RWLQ2XU*HQHV7KH6RFLDO 
&RQVWUXFWLRQRI5DFH´$IWHUUHDGLQJWKHSDUDJUDSKSDUWLFLSDQWVZHUH 
divided into three groups, agree, aware, and disagree.  Participants in the 
agree group were asked to write a short paragraph with arguments in 
agreement with the paragraph.  Individuals in the aware group were asked 
to read the paragraph and underline verbs.  Those in the contradict 
condition had to write a paragraph in disagreement with the paragraph.
12. Steele (1997)
a.	 Some of the strategies from SteelH¶V:LVH6chooling were implemented 
with incoming freshmen at Michigan State University during their first 
semester of college.  Program participants lived together in a dorm and 
took part voluntarily in academically challenging workshops, as well as 
voluntary weekly discussion groups centered on brief readings that 
stimulate discussions on adjustment to college and other personal issues 
for 10 weeks of the school year.
13. Steele & Aronson (1995)
a.	 Presenting the test as non-diagnostic of ability.
14. Walton & Cohen (2007) 
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a.	 Normalizing doubts about social belonging ± students were encouraged to 
attribute doubt about belonging in school to factors irrelevant to their
social identity (all students experienced difficulties when transitioning to 
college).
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Appendix D
Study Skills G roup Manual
The program is composed of eight 30-minute sessions focusing on teaching
youths about the negative effects of labels, stereotype threat, and how human brains 
change with new learning.  The structure of each session is based on a cognitive-
behavioral framework that begins with an agenda setting exercise that includes: (a) mood 
check in, (b) review of the previous session and homework, (c) introduction of the 
concept for the week, (d) group discussion, (e) homework assignment, (f) summary and 
feedback discussion.  The activities and concepts are structured to build upon previously
learned concepts.  The content of each session is organized into four modules.  Module 1
consists of sessions one and two, introduction and identifying values.  Module 2 includes 
sessions three and four, labels and stereotype threat.  Module 3 is comprised of sessions 
five and six, brain anatomy and the nature of intelligence, and Module 4 contains sessions
seven and eight, study skills and closing.  
Outline of weekly sessions
1. Check-in
2. Review previous session and homework
3. Introduce concept of the week
4. Group discussion/group activity
5. Homework assignment (sometimes)
6. Summary and feedback discussion
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Session One ± O rientation
The purpose of this session is to build rapport with individual members and to 
explain basic information about the group.  After the introduction to the program, 
participants will have a greater understand of how each session will run and the rationale 
behind the group.
Objectives
1.  	Participants will have an understanding of program goals and agenda.
2.  	Participants will have an understanding of group expectations.
3.  Participants will develop group guidelines to be adhered to for the remainder of the 
program.
Session content
x	 Introduce yourself to the group and provide a brief summary about your
 
background and your function within the school system.
 
x	 Provide a brief overview of the program and create the sense that the group is a 

joint effort among the group members.  Discuss meeting times and locations, 

duration of sessions, description of rationale and activities for the program, 

homework exercises, benefits/risks, confidentiality issues, participant and leader 

roles.  Explain that students will participate in creating group rules or guidelines.
 
x	 Provide a description of the session structure.  The group structure will be as 

follows:  student check-in, review of the previous session and the homework
 
assignment, introduction of the topic of the week, group activity, and session 

feedback and closing.
 
x	 Describes the rationale and philosophy of the group.  The group is described as a 

psycho-educational workshop that will incorporate specific activities about the 
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brain and learning.  Participants will be provided with information that will
change in a positive way their view of intelligence and how they manage
themselves in various learning environments as well as learning strategies to help 
them improve their study skills.  
x	 Complete an ice-breaker activity: Have participants break up into pairs, interview 
HDFKRWKHUDQGWKHQKDYHWKHP³SUHVHQW´WKHSHUVRQWKH\LQWHUYLHZHG. Sample 
questions could be:
1.	 What do you like to be called?
2.	 How old are you?
3.	 :KDW¶VWKHEHVWWKLQJDERXWEHLQJ\RXUDJH"
4.	 :KDW¶VWKHKDUGHVWWKLQg about being your age?
5.	 If you could change one thing about your school, what would it be and 
why?
6.	 Why are you a part of this group?
7.	 What would you like to gain from this group?
x	 Following this activity, have the participants identify goals that they would like to 
achieve for the current school year.  Provide the participants with a sheet of paper 
have them write three goals for the academic year.  Then, have participants list
some strategies they could use or things they could do to achieve their goals.
x	 Closing: Summarize the session by reviewing all activities that followed the 
introduction.  Ask the participants to provide feedback about the session¶s 
activities.  
x	 Homework: Ask the participants to think about personal qualities or activities that 
they value and write them down and bring them to the next session.
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x Establish a time, date, and meeting place for the next session.
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Suggested reading for session moderator :
Blackwell, L. S., Trzesniewski, K. H., & Dweck, C. S.  (2007). Implicit theories of
intelligence predict achievement across an adolescent transition: A longitudinal 
study and an intervention.  Child Development, 78(1), 246-263.  doi:
10.1111/j.1467-8624.2007.00995.x
Steele, C. M. (1997). A threat in the air: How stereotypes shape intellectual identity and
performance. American Psychologist, 52, 613-629.  
http://www.nber.org/sewp/events/2005.01.14/Bios+Links/Krieger-rec5-
Steele_Threat-in-the-Air.pdf
Steele, C. M., & Aronson, J. (1995). Stereotype threat and the intellectual test 
performance of African Americans. Journal of Personality and Social
Psychology, 69, 797-811. doi: 10.1037/0022-3514.69.5.797
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Session Two ± Identifying Values
The purpose of this session is to help participants re-attribute their academic
difficulties from internal causes to external ones and to reinforce their sense of personal 
worth by reflecting on sources of value and meaning in their lives.  Students sometimes 
conclude that they are not intelligent when, in fact, their difficulties are due to the novelty
of the situation.  Reaction to failure leads to different future study behaviors, which 
subsequently lead to divergent outcomes.  Furthermore, Walton and Cohen (2007) 
postulate that, in academic and professional settings, individuals from socially
stigmatized groups are more sensitive to issues of social belonging because they are
unsure of their social bonds.  Thus, the goal of this session is to help group members 
understand that all individuals experience difficulties when transitioning from one setting
to the next.
Objectives
1.  	Participants will understand that everyone faces challenges when transitioning to a 
new environment.  
2.  	Participants will identify values that are important to them.  
Session content
x Welcome and check in with participants with the following statements, 
³:HOFRPHEDFN+RZLV\RXUZHHNJRLQJ"$Q\SUREOHPVZLWK\RXUFODVVHV"´ 
Encourage participants to talk about their week.
Review core objectives and activities of the previous session including how
sessions will be structured and the purpose of the group.  Ask participants if 
they have any questions about the group that were not answered the week 
x
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before.  Time to answer questions should be given.  Proceed with the next 
activity if participants do not have any questions.
x Start a conversation about the challenges that individuals experience when 
transitioning into a new school environment.  Have participants discuss some 
of the challenges they experienced while transitioning from elementary to 
middle school or from middle school to high school.  Then, explain to the
participants that most students experience some anxiety about whether they
will do well in academic domains when transitioning to a new grade or school 
regardless of race and gender.  Discuss how these concerns are common 
because many aspects of middle school (or high school) are very different 
from elementary school, such as changing classes each period, attempting
more difficult academic work, meeting many more students, and adjusting to 
many teachers¶WHDFKLQJVW\OHVUDWKHUWKDQMXVWRQHRUWZRIRUKLJKVFKRRO 
students examples can be more challenging classes, more students, more
extracurricular activities, etc.).  Emphasize to the students that despite how 
difficult the transition may seem at the beginning of the year, things will
become much more manageable as the year goes on.
x	 Group activity: Hand out two index cards to each participant.  Ask the 
participants to write down two values that are very important to them (write
one value on each card). Explain to the participants what academic values
are.  You can explain a value as something of merit or importance to the
participants, like academic ability, creativity, music, relationships with friends 
and family, hard work, religious values, and sense of humor.  Then, have the 
participants write a paragraph explaining why the values that they chose are
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important to them (they can use the reverse side of the index card to write the
paragraph.  After completing the activity, ask the participants if they would 
like to share one of their values with the group and why it is important to 
them.  
x Summarize the session by reviewing all activities conducted following the 
introduction.  Ask the participants for feedback about the session.
x Schedule an appointment for the next session.
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Suggested readings for session moderator:
Aronson, J., Fried, C.  B., & Good, C.  (2002). Reducing the effects of stereotype threat 
on African American college students by shaping theories of intelligence.
Journal of Experimental Social Psychology, 38, 113-125. 
doi:10.1006/jesp.2001.1491
Cohen, G.  L., Garcia, J., Apfel, N., & Master, A. (2006). Reducing the racial 
achievement gap: A social-psychological intervention.  Science, 313, 1307-1310.  
doi: 10.1126/science.1128317
Good, C., Aronson, J., & Inzlicht, M.  (2003). Improving adolescents' standardized test 
performance: An intervention to reduce the effects of stereotype threat.  Journal
of Applied Developmental Psychology, 24, 645-662. doi:
doi:10.1016/j.appdev.2003.09.002
Walton, G. M., & Cohen, G. L. (2007). A question of belonging: Race, social fit, and 
achievement.  Journal of Personality and Social Psychology; 92 (1), 82-96. doi:
10.1037/0022-3514.92.1.82      
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Session Three ± Labels
The third session serves to educate participants about various labels that we assign 
to others and how these labels can make people feel afraid to try or to work hard in 
academic domains for fear of how they will be perceived by their peers, for example, 
looking stupid oUEHLQJFDOOHGD³QHUG´)RUGKDPDQG2JEXDVFLWHGLQ2JEX 
argue that among Black students there is an oppositional culture where academic
DFKLHYHPHQWLVYLHZHGDV³DFWLQJZKLWH´$VVLPLODWLQJWRWKHGRPLQDQWFXOWXUHRIWHQ 
results in social sanctions (i.e., name calling, humiliation, and loss of friends) (Ogbu, 
2004).  As a result, these students often have to choose between keeping their friendships 
and their community ties and maintaining their academic achievements.  This session will
lay the foundation for future activities relating to stereotype threat.
Objectives
1.  	Participants will have a better understanding of how labels impact them and others.
2.  	Participants will understand that the labels individuals give to other people can 
negatiYHO\LPSDFWDSHUVRQ¶VSHUIRUPDQFHDQGOHDGWRVHOI-handicapping behaviors.  
Session content
x	 Welcome and check in with participants with the following statements, 
³:HOFRPHEDFN+RZLV\RXUZHHNJRLQJ"$Q\SUREOHPVZLWK\RXUFODVVHV"´ 
Encourage participants to talk about their week.
6WDUWDFRQYHUVDWLRQDERXWODEHOVSHRSOHJLYHRQHDQRWKHUOLNH³VPDUW´RU 
³VWXSLG´+DYHVWXGHQWVLGHQWLI\DVPDQ\ODEHOVDVWKH\FDQWKLQNRIDQGwrite 
the labels on the board.  Explain to the participants that the labels that we give 
to others can impact their performance.  People might be afraid to try or to 
x
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ZRUNKDUGLQDFDGHPLFGRPDLQVIRUIHDURIORRNLQJ³VWXSLG´RUEHLQJFDOOHGD 
³QHUG´
x Group activity: Divide the participants into 2 groups and have them list five 
rHDVRQVZK\WKH\WKLQNWKDWODEHOVDUHKDUPIXOWRDQLQGLYLGXDO¶VVHQVHRIVHOI-
worth.  At the conclusion of the task, have one participant from each group 
share their responses with the whole group.
x	 The homework assignment for this session requires the participants to think 
about and identify some labels that others have given them.
x	 Summarize the session by reviewing all activities following the introduction.  
Ask the participants for feedback about the session.
x	 Schedule an appointment for the next session.
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Suggested reading for moderator :
Ogbu, J. U.  &ROOHFWLYHLGHQWLW\DQGWKHEXUGHQRIµµDFWLQJZKLWH¶¶LQEODFN 
history, community, and education.  The Urban Review, 36(1), 1-35. doi:
10.1023/B:URRE.0000042734.83194.f6
Riek, B. M., Mania, E. W., Gaertner, S. L., McDonald, S. A., & Lamoreaux, M. J.
(2010). Does a common ingroup identity reduce intergroup threat? Group
Processes Intergroup Relations, 13(4), 403-423.  doi: 
10.1177/1368430209346701 
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Session Four ± Stereotype Threat
This session will build on the previous week¶V exercise to introduce the concept 
of stereotype threat.  Stereotype threat refers to the physiological arousal that one feels 
when facing the possibility of confirming negative cultural stereotypes about his or her 
intellectual and academic capabilities (Steele & Aronson, 1995).  Continuous exposure to 
negative stereotypes can contribute to intellectual underperformance among stigmatized 
students.  Teaching the participants about the consequences of stereotype threat will 
IRVWHUJUHDWHUDZDUHQHVVRIWKHLUERGLHV¶SK\VLRORJLFDOUHDFWLRQs to stereotype threat 
provoking situations.  Once participants become mindful of stereotype threat, they will be
able to handle stereotype threat situations in a more appropriate manner.  
Objectives
1.  Participants will become aware of the concept of stereotype threat and how it can 
influence an LQGLYLGXDO¶VDFDGHPLFSHUIRUPDQFH
2.  3DUWLFLSDQWVZLOOGHYHORSJUHDWHUXQGHUVWDQGLQJRIWKHLUERGLHV¶SK\VLRORJLFDOUHDFWLRQs
to stereotype threat.
Session content
x Welcome and check in with participants with the following statements, 
³:HOFRPHEDFN+RZLV\RXUZHHNJRLQJ"$Q\SUREOHPVZLWK\RXUFODVVHV"´ 
Encourage the participants to talk about their week.
Provide a brief overview of the topic covered during the last session.  Have
the participants go over their homework assignment from the last session by
asking them to discuss some of the labels that others have called them and 
how these labels influence their sense of self-worth.  Allow the participants a
x
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few minutes to share their experiences.  Proceed with the next activity if the
participants do not have any questions.
x Start a conversation about stereotype threat.  The group facilitator should 
explain to the participants that although our need to label and categorize
objects in our environment is natural and adaptive in certain situations, it can 
lead to prejudice and mistaken assumptions about people (stereotypes) 
(Blackwell, Trzesniewski, & Dweck, 2007).  Explain stereotype threat as the
³VRFLDO-SV\FKRORJLFDO´WKUHDWWKDWRQHIHHOVZKHQKHRUVKHLVSHUIRUPLQJD 
WDVNWKDWPD\HOLFLWDQHJDWLYHVWHUHRW\SHDERXWWKHLQGLYLGXDO¶VJURXS 
membership (Steele, 1997).  Emphasize to the participants that stereotype
threat can harm the academic achievement of any individuals belonging to a
group that is characterized by a stereotype, especially those students from an 
ethnic minority group where negative stereotypes about academic prowess 
exist.  Thus, in situations where stereotypes abouWDJURXS¶VLQWHOOHFWXDO 
abilities would be expected to be evidenced (e.g., taking an intellectually
challenging test, being called upon to speak in class, emphasizing an 
LQGLYLGXDO¶VUDFHPLQRULW\VWXGHQWVIHHODQ[LRXVDWWKHSRVVLELOLW\RI 
confirming negative group stereotypes.  For stereotyped individuals, 
stereotypes raise the possibility that academic difficulties may be due to an 
internal shortcomingVWKDWFDQ¶WEHFKDQJHG, as opposed to outside factors that 
can be dealt with in some way.  Stereotype threat seems to influence academic
achievement primarily by inducing anxiety, self-handicapping thoughts ,and 
task discounting (creating barriers to undermine performance), and 
³GLVLGHQWLILFDWLRQ´SV\FKRORJLFDOO\GLVHQJDJLQJIURPDFDGHPLFGRPDLQVLQ 
  
 
 
 
 
   
 
  
 
  
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
107Running head: STEREOTYPE THREAT AND ACADEMICS
order to maintain a positive sense of self (Steele and Aronson, 1995; Aronson 
et al., 2002; Schimel, Arndt, Banko, & Cook, 2004).
x Group activity: Have participants complete the Stereotype Threat 
Identification worksheet. Have a discussion about the stereotype threat 
conditions that were identified.  
x	 Close the group with a session review and feedback about the session 
activities.
x	 Schedule an appointment for the next session.
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Suggested reading for moderator :
Aronson, J., Fried, C.  B., & Good, C.  (2002). Reducing the effects of stereotype threat 
on African American college students by shaping theories of intelligence. Journal
of Experimental Social Psychology, 38, 113-125. doi:10.1006/jesp.2001.1491
Blackwell, L.S., Trzesniewski, K.H., & Dweck, C.S.  (2007). Implicit theories of 
intelligence predict achievement across an adolescent transition: A longitudinal 
study and an intervention. Child Development, 78(1), 246-263. doi:
10.1111/j.1467-8624.2007.00995.x
Schimel, J., Arndt, J., Banko, K.  M., & Cook, A. (2004). Not all self-affirmations were
created equal: The cognitive and social benefits of affirming the intrinsic (vs.
extrinsic) self.  Social Cognition, 22, 75-99. doi: 10.1521/soco.22.1.75.30984
Steele, C.  M., & Aronson, J. (1995). Stereotype threat and the intellectual test 
performance of African-Americans. Journal of Personality and Social
Psychology, 69, 797-811. doi: 10.1037/0022-3514.69.5.797
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Handout 4.1
Stereotype Threat Identification
Directions: Think about stereotype threat provoking situations that you have experienced 
and answer the following questions.  
1.	 The last time that I experienced stereotype threat ZDV«GHVFULEHWKHVLWXDWLRQ
 
and what happened to you)
 
2.	 Describe how you felt in the stereotype provoking situation.
3.	 Describe what you did after this experience.  
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Session F ive ± Brain Anatomy
Session five is designed to teach participants about brain structure and functions.  
Teaching participants basic facts about the brain will help them better understand the 
learning process and the different brain areas that are involved in learning. The session 
will utilize illustrative handouts and activities to learn basic facts about the brain.
Objectives
1.  	Group participants will learn basic facts about the anatomy and function of the brain.
Session content
x	 Welcome and check in with participants with the following statements, 
³:HOFRPHEDFN+RZLV\RXUZHHNJRLQJ"$Q\SUREOHPVZLWK\RXUFODVVHV"´ 
Encourage participants to talk about their week.
x	 Start a conversation about brain by stating ³7KHWKHEUDLQLVDQLQWULFDWHRUJDQ 
of the body and neurologists are learning new things about its workings every
day.  However, there are some things that we do already know about the
brain's structure and function.  This session will provide you with a brief 
introduction to this amazing control center of our bodies.  Ask participants 
what they know about the brain.  Explain to the participants that an adult
human brain weighs about 3 pounds, and is about the size of two fists pressed 
together.  Beginning in the womb and throughout life this vast neural network 
continues to expand, adapt, and learn.  The brain consists of several regions 
that have different functions.  Have participants identify as many functions as 
they can think of and the facilitator will write the functions on the board.  
Next, tell the participants that the brain is divided into two hemispheres 
connected by bundles of nerve fibers that transmit information to and from the 
x
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body via the spinal cord (pass out handouts 5.1 and 5.2).  Each hemisphere
communicates with the other through the corpus callosum, a bundle of nerve
fibers.  Information passes from nerve cell through a series of electrical and 
chemical signals; illustrate this principle by having the participants conduct 
the activity on handout 5.3.  The front part of the brain is called the frontal 
lobes, responsible for reasoning and higher brain functions.  The upper middle 
lobes are the parietal lobes, responsible for touch and spatial reasoning.  The
lower middle lobes are the temporal lobes responsible for language and 
memory.  Finally, the back lobes are the occipital lobes, responsible for
vision.  Remind the participants that the brain is capable of forming new 
neural connectiRQVWKURXJKRXWRQH¶VOLIH
x	 The homework assignment for this session requires participants to complete 
handout 5.4.  
x	 Closing: The facilitator should summarize the session by reviewing activities 
conducted following the introduction.  Ask the participants for feedback about 
the session.
x	 Schedule an appointment for the next session.
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Suggested reading for the moderator :
Blackwell, L. S., Trzesniewski, K. H., & Dweck, C. S. (2007). Implicit theories of
intelligence predict achievement across an adolescent transition: A longitudinal 
study and an intervention. Child Development, 78(1), 246-263. doi:
10.1111/j.1467-8624.2007.00995.x
Good, C., Aronson, J., & Inzlicht, M. (2003). ,PSURYLQJDGROHVFHQWV¶VWDQGDUGL]HGWHVW 
performance: An intervention to reduce the effects of stereotype threat. Journal of
Applied Developmental Psychology, 24, 645-662.
doi:10.1016/j.appdev.2003.09.002
Hale, J. B, & Fiorello, C. A. (2004). 6FKRRO1HXURSV\FKRORJ\$3UDFWLWLRQHU¶V 
Handbook. New York, NY: Guilford Publication, Inc.
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Handout 5.1 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
lea rning 
right hemisphere 
nove l/new lea rning ~
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Handout 5.2 
???????????????????????????????? ???????????? 
 
Brief Over V iew 
? Spinal Cord - Large bundle of nerve fibers located in the back that extends from 
the base of the brain to the lower back, the spinal cord carries messages to and 
from the brain and the rest of the body. 
? F rontal Lobe - The largest section of the brain located in the front of the head 
(brain manager), the frontal lobe is involved in reasoning and movement. 
? Parietal Lobe - The middle part of the brain, the parietal lobe helps you to 
identify objects and understand spatial relationships (where your body is located 
in relations to objects and others).  The parietal lobe is also involved in 
interpreting pain and touch in the body. 
? Occipital Lobe - The occipital lobe is the back part of the brain that is involved 
with vision. 
? Temporal Lobe - The sides of the brain, these temporal lobes are involved in 
memory, speech, and sense of smell. 
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Handout 5.3 
Simple Neuron Model 
 Hold out your arm and spread your fingers.  Your hand represents the "cell body" (also 
called the "soma"); your fingers represent "dendrites" bringing information to the cell 
body; your arm represents the "axon" taking information away from the cell body.   
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Handout 5.4 
Name_______________________________  
 
Brain Anatomy   
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Session Six ? The Nature of Intelligence 
Session six focuses on teaching participants about the malleable nature of 
intelligence.  The purpose of this session is to help participants understand that learning 
changes the brain by forming new connections, and participants are in charge of their 
learning.  According to Molden, Plaks, and Dweck (2006), p???????????????????????????????
intelligence influence their judgments and reaction when they encounter negative events.  
Children who believe that their intelligence is a fixed trait (or an entity) are more likely to 
attribute failure or poor performance to lack of intelligence (Burhans & Dweck, 1995; 
Blackwell, Trzesniewski, & Dweck, 2007).  Consequently, they are more likely to view 
their failure as being contingent upon their self-worth.  Children who view their 
intelligence as malleable (or incremental) are more open to learning, willing to confront 
challenges, and capable to bounce back from failures (Dweck, 1999).  Children who 
prescribe to a malleable view of intelligence believe that their intelligence can be 
developed through effort and education; thus, they are more persistent and likely to use 
effort and attempt new strategies when faced with a difficult task.  According to Aronson, 
Fried, and Good, (2002), individuals who are vulnerable to ability stereotypes adopt a 
similar mindset as trait theorists when faced with academic difficulties. 
Objectives 
1. Encourage participants to adopt the view that their basic intelligence is malleable; 
they can expand it with work. 
2. Encourage participants to advocate the malleability of intelligence. 
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Session content 
? Welcome and check in with participants with the following statements, 
?????????????????? ?????????????????????????????????????????????????????
Encourage participants to talk about their week. 
?  Provide a brief overview of the topic covered during the last session and have 
participants review the homework assignment.  ??????????????????????????? 
worksheet with the participants; this will provide the facilitator an assessment 
of how well the participants are grasping the material.  Clarification and 
further discussion about brain might be necessary.   
? Following the review, make the following state????????????????????????????
???????????????????????????????????????????????????????????????????????????
???????????????????????????????????????????????????????????????????????????
human brain is able to adapt and rewire itself; research shows that your brain 
grows when you learn something new; you get more tiny branches called 
dendrites, which help neurons connect with other neurons to send information 
through the brain (handout 6.1).  Give the participants handout 6.2 and ask 
????????????????????????????????n Grow Your Intelligence (the group 
facilitator may choose to read the article aloud as a total group activity if the 
participants may have difficulty reading the article on their own).  The article 
describes the changes that occur in the brain as a result of new learning; it also 
includes scientific research findings that demonstrate how the brain changes 
over time.  The article also contains strategies to help individuals increase 
their intelligence. 
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? After the reading, lead a discussion in which participants are asked to reflect 
on what they have read.  Offer ????????????????????????????????????????????????
?practice makes perfect,? what evidence do they have to support this 
statement??????? the participants identify the sources of evidence provided in 
the article that shows that our brains change with practice.  On a white board 
or wall chart, list the examples provided by the participants.   
? Group activity: Have the participants pair up and ask them to share with their 
partner an example of a skill they have learned to do well.  Ask them to recall 
as clearly as possible what it was like to struggle in the beginning and the 
kinds of mistakes they might have made as they tried to figure out how to 
improve their performance.  Point out to the participants that the errors that 
they made in the course of learning were necessary in order to master the skill.  
Explain to them that their brain changed and made new connections in the 
course of learning.   
? For homework, ask the participants to complete handout 6.3.   
? Closing: Summarize the session by reviewing all activities conducted 
following the introduction.  Ask the participants for feedback about the 
session. 
? Conclude with the message that everything you learn makes you smarter and 
that being smart is a choice you make. 
? Schedule an appointment for the next session. 
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Suggested reading for the moderator : 
 
Aronson, J., Fried, C.  B., & Good, C.  (2002). Reducing the effects of stereotype threat 
on African American college students by shaping theories of intelligence. Journal 
of Experimental Social Psychology, 38, 113-125. doi:10.1006/jesp.2001.1491 
Blackwell, L. S., Trzesniewski, K. H., & Dweck, C. S. (2007). Implicit theories of 
intelligence predict achievement across an adolescent transition: A longitudinal 
study and an intervention. Child Development, 78(1), 246-263. doi: 
10.1111/j.1467-8624.2007.00995.x 
You can grow your intelligence. (2008). National Association of Independent Schools.  
Retrieved from 
http://www.nais.org/publications/ismagazinearticle.cfm?itemNumber=150439 
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Handout 6.1 
 
How information travel inside the brain 
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Handout 6.2 
 
You Can G row Your Intelligence 
 
New Research Shows the Brain Can Be Developed Like a Muscle (Winter 2008) 
Many people think of the brain as a mystery.  They don't know much about intelligence 
and how it works.  When they do think about what intelligence is, many people believe 
that a person is born either smart, average, or dumb ? and stays that way for life.  But 
new research shows that the brain is more like a muscle ? it changes and gets stronger 
when you use it.  And scientists have been able to show just how the brain grows and gets 
stronger when you learn. 
 
Everyone knows that when you lift weights, your muscles get bigger and you get 
stronger.  A person who can't lift 20 pounds when they start exercising can get strong 
enough to lift 100 pounds after working out for a long time.  That's because the muscles 
become larger and stronger with exercise.  And when you stop exercising, the muscles 
shrink and you get weaker.  That's why people say "Use it or lose it! 
 
But most people don't know that when they practice and learn new things, parts of their 
brain change and get larger a lot like muscles do when they exercise.  Inside the cortex of 
the brain are billions of tiny nerve cells, called neurons.  The nerve cells have branches 
connecting them to other cells in a complicated network.  Communication between these 
brain cells is what allows us to think and solve problems. 
 
When you learn new things, these tiny connections in the brain actually multiply and get 
stronger.  The more that you challenge your mind to learn, the more your brain cells 
grow.  Then, things that you once found very hard or even impossible to do ? like 
speaking a foreign language or doing algebra ? seem to become easy.  The result is a 
stronger, smarter brain. 
 
How Do We K now the B rain Can G row Stronger? 
Scientists started thinking that the human brain could develop and change when they 
studied animals' brains.  They found out that animals who lived in a challenging 
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environment, with other animals and toys to play with, were different from animals who 
lived alone in bare cages. 
 
While the animals who lived alone just ate and slept all the time, the ones who lived with 
different toys and other animals were always active.  They spent a lot of time figuring out 
how to use the toys and how get along with the other animals. 
 
These animals had more connections between the nerve cells in their brains.  The 
connections were bigger and stronger, too.  In fact, their whole brains were about 10% 
heavier than the brains of the animals who lived alone without toys.  The animals who 
were exercising their brains by playing with toys and each other were also "smarter" ? 
they were better at solving problems and learning new things. 
 
Even old animals got smarter and developed more connections in their brains when they 
got the chance to play with new toys and other animals.  When scientists put very old 
animals in the cages with younger animals and new toys to explore, their brains grew by 
about 10%! 
 
Children's B rain G rowth 
Another thing that got scientists thinking about the brain growing and changing was 
babies.  Everyone knows that babies are born without being able to talk or understand 
language.  But somehow, almost all babies learn to speak their parents' language in the 
first few years of life.  How do they do this? 
 
The K ey to G rowing the B rain: Practice? 
From the first day they are born, babies are hearing people around them talk ? all day, 
every day, to the baby and to each other.  They have to try to make sense of these strange 
sounds and figure out what they mean.  In a way, babies are exercising their brains by 
listening hard. 
 
Later, when they need to tell their parents what they want, they start practicing talking 
themselves.  At first, they just make goo-goo sounds.  Then, words start coming, and by 
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the time they are three years old, most can say whole sentences almost perfectly. 
 
Once children learn a language, they don't forget it.  The child's brain has changed ? it 
has actually gotten smarter. 
 
This can happen because learning causes permanent changes in the brain.  The babies' 
brain cells get larger and grow new connections between them.  These new, stronger 
connections make the child's brain stronger and smarter, just like a weightlifter's big 
muscles make them strong. 
 
The Real T ruth About " Smart "  and " Dumb "  
No one thinks babies are stupid because they can't talk.  They just haven't learned how to 
yet.  But some people will call a person dumb if they can't solve math problems, or spell 
a word right, or read fast ? even though all these things are learned with practice. 
 
At first, no one can read or solve equations.  But with practice, they can learn to do it.  
And the more a person learns, the easier it gets to learn new things-because their brain 
"muscles" have gotten stronger! 
 
The students everyone thinks are the "smartest" may not have been born any different 
from anyone else.  But before they started school, they may have started to practice 
reading.  They had already started to build up their "reading muscles." Then, in the 
classroom, everyone said, "That's the smartest student in the class." 
 
They don't realize that any of the other students could learn to do as well if they exercised 
and practiced reading as much.  Remember, all of those other students learned to speak at 
least one whole language already ? something that grownups find very hard to do.  They 
just need to build up their "reading muscles" too. 
 
What Can You Do to Get Smarter? 
Just like a weightlifter or a basketball player, to be a brain athlete you have to exercise 
and practice.  By practicing you make your brain stronger.  You also learn skills that let 
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you use your brain in a smarter way-just like a basketball player learns new moves. 
 
But many people miss out on the chance to grow a stronger brain because they think they 
can't do it, or that it's too hard.  It does take work, just like becoming stronger physically 
or becoming a better ball player does.  Sometimes it even hurts! But when you feel 
yourself get better and stronger, worth it! 
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Handout 6.3 
 
How I Became an Expert 
 
1. Name one subject or activity that you do well (for example, reading, playing 
basketball, playing the guitar, painting, cooking, or using a computer).   
 
 
 
2. Were you good at this skill the first time you tried it? 
 
 
3. Did you make any mistakes as you were learning more about how to do this 
activity? 
 
 
 
4. ??????????????????????????????????????????????????activity. 
 
 
 
5. What will you do to continue to get better at doing this activity? 
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Session Seven ? Study Skills 
Session seven focuses on teaching participants study techniques such as goal 
setting, time management, studying strategies, and organization skills.  The transition to 
middle school or high school can be stressful for many students.  Our capacity to think 
clearly is weakened when we are faced with a stressful situation.  When stressed, one 
cannot think clearly, cannot consider the long?range consequences of his or her behavior, 
or make good decisions.  ???????????????????????????????????????????????????????
process new information and memories is also compromised.  Transitioning to middle 
school or high school often requires students to meet the demands of several teachers; 
keeping materials and time organized require a level of brain function maturity that some 
kids may not be not ready for.  Therefore, it is important to teach participants techniques 
to help them manage some of the stress that they will experience throughout their 
schooling career, and also to help them capitalize on their strengths and compensate for 
their weaknesses.   
Objectives 
1. Participants will learn the importance of study skills and apply various study 
techniques to improve the effectiveness of their studies. 
2. Participants will identify their preferred learning style described by the CITE self-
inventory. 
Session content 
? Welcome and check in with participants with the following statement, 
?????????????????????????? ?????????????????????????????????????????????
Encourage participants to talk about their week. 
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? Provide a brief overview of the topic covered during the last session and have 
participants review the homework assignment.  Go over the ??????????????
?????????? works sheet with the participants.  Clarify any concepts that might 
require further clarification.   
? Start a discussion about study skills.  Ask participants to list on a piece of 
paper which school subjects are the easiest for them and which subjects are 
the most difficult.  Have participants list some reasons why they believe the 
difficult subjects are so hard for them.   
? Group activity: Review the study skills techniques on handout 7.1 with the 
participants.  Clarify any questions that they might have about the techniques 
and provide examples of how they can use them if necessary. 
? Distribute folders containing the C.I.T.E.  Learning Styles Inventory, the time 
management schedule, homework checklist, sequencing organizer, along with 
a set of basic tools (highlighter, index cards, etc.).  Review the time 
management schedule, homework checklist, and sequencing organizer with 
the participants.  Participants can fill in charts with routine activities and 
responsibilities.  Then, review the Learning Styles Inventory with the 
participants.  This inventory will help the participants determine their 
preferred method of learning.  Explain to the participants that although 
individuals use various techniques when taking in information from the 
environment, they usually have a major, or preferred, learning style.  The 
C.I.T.E.  Learning Styles Inventory will help them discover their major, or 
preferred, learning style. 
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? Have participants share their statements about difficult classes with the group.  
Help the participants brainstorm strategies that they can use to improve the 
effectiveness of their performance in courses they perceive as difficult. 
? Closing: Summarize the session by reviewing activities conducted following 
the introduction.  Ask the participants for feedback about the session. 
? Homework: Ask the participants to prepare a time chart for studying that 
covers the next five days.  Ask them to record on their charts the times they 
plan to study, the time they actually studied, the course for which they were 
studying, the place where they did the studying, and the method of 
study/review they used.  Also ask the participants to complete the C.I.T.E.  
Learning Styles Inventory. 
? Schedule an appointment for the next session. 
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Suggested readings for the moderator: 
Blackwell, L. S., Trzesniewski, K. H., & Dweck, C. S.  (2007). Implicit theories of 
intelligence predict achievement across an adolescent transition: A longitudinal 
study and an intervention.  Child Development, 78(1), 246-263.  doi: 
10.1111/j.1467-8624.2007.00995.x 
Steele, C. M. (1997). A threat in the air: How stereotypes shape intellectual identity and 
performance.  American Psychologist, 52, 613-629.  
http://www.nber.org/sewp/events/2005.01.14/Bios+Links/Krieger-rec5-
Steele_Threat-in-the-Air.pdf 
Babich, A. M., Burdine, P., Albright, L., & Randol, P. (1976, 2003). C .I.T.E . Learning 
Styles Inventory.  Wichita, KS: Murdoch Teachers Center.   
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Handout 7.1 
Note Taking Skills 
? Re-write notes from class - leave space in notes to add comments from the text  
? Take notes on discussion, not just copying the board  
? Create note cards with main Ideas  
? Focus on concepts vs.  details 
Study Skills 
? Bring questions to class  
? Do homework problems - write summaries of what you read 
? Prepare in advance for class - read ahead  
? Review notes at night  
? Write journal questions about concept topics  
? Avoid cramming the night before  
? Outline chapters and make index cards with important terms and definitions 
?  Work with a partner to quiz themselves on these 
 
Test Preparation and Test Taking Skills 
? Organize all test materials  
? Review all material  
? Re-write notes  
? Read assignments 
? Take as much time as necessary on each question but do not dwell 
?  Leave enough time to check answers at the end 
? If stumped by a question, skip it and come back at the end 
?  Panic attack ? stop, close your eyes, take a deep breath, and the go on 
o  Multiple choice 
? Read all the questions first 
o Essay 
? Look for key words and phrases 
? (explain, prove, define, identify) 
T ime Management Skills 
? Prepare weekly work schedule and check off as things are completed  
? Maintain a time chart  
? Set short and long term goals and link them  
? breaking up longer term projects into several parts with shorter term finish-by 
dates 
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O rganization Skills 
 
? Divide long term objectives into smaller, manageable tasks. 
? Review materials on a regular basis to help to commit it to memory 
? Be flexible on the amount of time you spend on each subject. 
? Study difficult material in several short periods instead of one long intense period. 
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The C .I .T .E .  Learning Styles Inventory 
 
The C.I.T.E.  (Babich, Burdine, Albright, and Randol, 1976) was formulated at the 
Murdoch Teachers Center in Wichita, Kansas to help teachers determine the learning 
styles preferred by their students. 
 
The C.I.T.E.  is divided into three main areas: language, visual language, auditory 
numerical, visual numerical and auditory-visual language 
 
?????????????????????????????????????????????????????????????????????????????????? 
and auditory-visual-kinesthetic combination. 
 
?? ??????????????????????????????????????????????????????????????????????????? 
 
???????????????????????????????????????????????er at oral or written communication. 
 
Scores on the C .I.T.E .  Learning Styles Inventory fall into one of three categories: major, 
minor, and negligible.  These categories may be defined as follows: 
 
Major: The student prefers this mode of learning, feels comfortable with it, and  
uses it for important (to the student) learning.  A student does not necessarily have 
one and only one preferred style. 
 
Minor: The student uses this mode but usually as a second choice or in  
conjunction with other learning styles. 
 
Negligible: The student prefers not to use this mode if other choices are available.  
The student does not feel comfortable with this style. 
 
C .I .T .E .  L E A RNIN G ST Y L ES D ESC RIPT I V E IN F O R M A T I O N 
 
V isual Language: 
Students who prefer this mode learn language skills by sight, mainly by reading and 
watching.  They tend to be fast thinkers, to gesture freely while talking, and to 
communicate very clearly and concisely.  They learn well from the demonstration 
process--must see to understand. 
 
V isual Numeric: 
Students who prefer this mode do better with numbers when they see them written.  They 
must see to understand. 
Learn best by reading and watching.  They tend to be fast thinkers. 
 
Auditory Language: 
Students who prefer this mode learn better by listening.  (Individuals with low auditory 
skills may have trouble taking notes.) 
 
Auditory Numeric: 
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Students who prefer this mode are better with numbers when they can hear them spoken.  
(Individuals with low auditory skills may have trouble taking notes.) 
 
Tactile/K inesthetic: 
Students who prefer this mode are feeling and touch oriented, good at hands-on tasks, 
good linguists, and very sensitive to others' feelings.  They learn best by doing and 
moving.  Good ways to learn are hands-on projects or experiments, writing down the 
information, and applying it to real-life situations.  They may have difficulty sitting for 
long periods of time. 
 
Social Individual: 
Students who prefer this mode usually prefer to study on their own. 
 
Social G roup: 
Students who prefer this mode usually learn best by interacting with a group. 
 
O ral Expressiveness: 
Means how well students express themselves verbally Students who prefer this mode 
usually do well in classes that emphasize discussion.  They need to talk about the 
information to be learned, and to express their ideas and opinions. 
 
W ritten Expressiveness: 
This means how well students express themselves in writing. 
 
What is your major 
style(s):__________________________________________________________  
 
What is your minor style(s):______________________________________ 
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Most Leasl 
Like Like 
M. M. 
1 When I make things for my studies, I rememDer what I have learned Detter 1 2 3 4 
2 Written ass~nmen ts are easy for me to do 1 2 3 4 
3 I learn Detter if someone reads a book to me than if I read silently to myself. 1 2 3 4 
4 I learn Dest when I study alone 1 2 3 4 
5 Having assignment directions written on the ooard makes them easier to 1 2 3 4 
understand. 
6 It's harder fO( me to do a wr itten assignment than an oral one. 1 2 3 4 
7 When I do math problems in my head, I say the numbers to myself 1 2 3 4 
8 If I need help in the subject, I will ask a classmate fO( help. 1 2 3 4 
9 I understand a math problem that is written down Detter than ooe I hear 1 2 3 4 
10 I don't mind doing written assignments. 1 2 3 4 
11 I remember things I hear better than if I read. 1 2 3 4 
12 I remember more of w'hat I learn if I learn it w'hen I am alone 1 2 3 4 
13 I would rather read a story than listen to it read 1 2 3 4 
14 I feel like I ta lk smarter than I write 1 2 3 4 
15 If someone tells me three numDers to add, I can usually get the right answer 1 2 3 4 
without writing them down. 
t
b b
ig
b L 
b
b
' or
10
 or 
b t n . 
i
 
l
. 
b
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Most Least 
Like Like 
Me Me 
16 I like to work in a group because I learn from the others in my group. 1 2 3 4 
17 Written math problems are easier for me to do than oral ones. 1 2 3 4 
18 Writing a spelling word several times helps me remember it better. 1 2 3 4 
19 I find it easier to remember what I have heard than what I have read. 1 2 3 4 
20 It is more fun to learn with classmates at first, but it is hard to study with them. 1 2 3 4 
21 I like written directions better than spoken ones. 1 2 3 4 
22 If homework were oral , I would do it all. 1 2 3 4 
23 When I hear a phone number, I can remember it without writing it down. 1 2 3 4 
24 I get more work done when I work with someone. 1 2 3 4 
25 Seeing a number makes more sense to me than hearing a number. 1 2 3 4 
26 I like to do things like simple repairs or crafts with my hands. 1 2 3 4 
27 The things I write on paper sound better than when J say them. 1 2 3 4 
28 I study best when no one is around to talk or listen to. 1 2 3 4 
29 I would rather read th ings in a book than have the teacher te ll me about them . 1 2 3 4 
30 Speaking is a better way than writing if you want someone to understand what 1 2 3 4 
you really mean. 
 
i . 
i l . 
. 
 
i
. 
 
I . 
 
i
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Most Least 
Like Like 
Me Me 
31 When I have a written math problem to do, I say it to myself to understand it 1 2 3 4 
better. 
32 I can learn more about a subject if I am with a small group of students . 1 2 3 4 
33 Seeing the price of something written down is easier for me to understand than 1 2 3 4 
having someone tell me the price. 
34 I like to make things with my hands. 1 2 3 4 
35 I like test that call for sentence completion or written answers. 1 2 3 4 
36 I understand more from a class discussion, than from reading about a subject . 1 2 3 4 
37 I remember the spe lling of a word better if J see it written down than if someone 1 2 3 4 
spells it out loud. 
38 Spelling and grammar rules make it hard for me to say what J want to in writing. 1 2 3 4 
39 It makes it easier when J say the numbers of a problem to myself as J work it 1 2 3 4 
out. 
40 I like to study with other people. 1 2 3 4 
41 When the teachers say a number, J really don 't understand it until J see it 1 2 3 4 
written down. 
42 I understand what J have learned better when I am involved in making 1 2 3 4 
something for the subject. 
43 Sometimes I say dumb things, but writing gives me time to correct myself. 1 2 3 4 
, l
l
. 
i 'M . 
t
l I
I  I
. 
. 
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. 
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. 
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Most Least 
Like Like 
Me Me 
44 I do well on tests if they are about th ings I hear in class . 1 2 3 4 
45 I can 't think as well when J work with someone else as when I work alone. 1 2 3 4 I
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Harding University Academic Services Center 
C.LT.E. Learning Styles Instrument 
Score Sheet 
Visual Language 
05 --
13 --
21 --
29 --
37 --
Total x2= 
(Score) 
Visual Numerical 
09 --
17 --
25 --
33 --
41 --
Total x2= 
(Score) 
Auditory Language 
03 --
11 --
19 --
36 --
44 --
Total x2= 
(Score) 
Social - Individual 
04 --
12 --
20 --
28 --
45 --
Total x2= 
(Score) 
Social - Group 
08 --
16 --
24 --
32 --
40 --
Total x2= 
(Score) 
Expressiveness - Oral 
06 --
14 --
22 --
30 --
38 --
Total x2= 
(Score) 
Score: 33 - 40 = Major Leaning Style 
20 - 32 = Minor Learning Style 
5 - 19 = Seldom used 
Auditory Numerical 
07 --
IS --
23 --
31 --
39 --
Total x2= 
(Score) 
Kinesthetic - Tactile 
01 --
18 --
26 --
34 --
42 --
Total x2= 
(Score) 
Expressiveness - Written 
02 --
10 --
27 --
35 --
43 --
Total x2= 
(Score) 
15
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Time Sc hedule 
Sunday Mondav Tuesdav Wednesday Thursda Fridav Saturday 
6-7 am 
7-8 am 
8-9 am 
9-10 am 
10-11 am 
11-12 pm 
12-1 pm 
1-2 pm 
2-3 pm 
3-4 pm 
4-5 pm 
5-6 pm 
6-7 pm 
7-8 pm 
8-9 pm 
9-10 pm 
Class Days T ime Units Study Time 
v 
g
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Homework Checklist 
-
~ 
MATH ENGLISH/LANGUAGE ARTS 
Monday: 
0 
Monday: 
0 
Tuesday: 
0 
Tuesday: 
0 
Wednesday: 
0 
Wednesday: 
0 
Thursday: 
0 
Thursday: 
0 
Friday: 0 Friday: 0 
SCIENCE SOCIAL STUDIES 
Monday: 
0 
Monday: 
0 
Tuesday: 
0 
Tuesday: 
0 
Wednesday: 
0 
Wednesday: 
0 
Thursday: 
0 
Thursday: 
0 
Friday: 0 Friday: 0 
PROJEGS OTHER 
Monday: 
0 
Monday: 
0 
Tuesday: 
0 
Tuesday: 
0 
Wednesday: 
0 
Wednesday: 
0 
Thursday: 0 Thursday: 0 
Friday: 
0 
Friday: 
0 
l
: 
: 
: 
: : 
: 
U 
: 
U 
: 
: 
: 
JECT
: : 
: 
: 
::J 
: 
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'equencin9 G,aphic O'9anize, 
directiolll: Starting at the beginning of the story and going to the end, list in order the important events that 
take place. Follow the arrows. 
» End of ----~ Story 
r r r
. l
.tor
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Session E ight ? C losing 
Session eight focuses on review, reinforcement, and integration of the concepts 
discussed throughout the past eight weeks.  Reviewing past exercises will provide the 
facilitator an opportunity to clarify any lingering questions that the participants might 
have while reinforcing previously learned concepts.   
Objectives 
1. Participants will create a poster outlining what they have learned for the past eight 
weeks. 
Session content 
? Welcome and check in with participants with the following statement, 
????????????????????????????????????????????????????????????????????????
Encourage participants to talk about their week. 
? Provide a brief overview of the topic covered during the last session and have 
participants review the homework assignment.  Go over the time chart with 
the participants, and clarify any remaining questions that they might have.   
? Review the topics covered in the group.  Following the review, have the 
participants create a poster using words and pictures representing the concepts 
and skills that they learned during the past 8 weeks including their academic 
strengths and weaknesses, values, goals that were set, learning strategies, and 
their understanding of intelligence and the brain.  Remind the participants that 
they can make reference to any or  all of the activities they worked on during 
the sessions. 
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? Have the participants present their posters and provide brief oral explanations 
of what the poster represents in terms of the concepts they learned. 
? Closing: Re-process the objectives of the group and reflect on how much the 
participants have learned during the course of the sessions.  Emphasize how 
much their brains have changed as a result of the all the information they 
learned.  Point out that each group member has gained a relationship with 
other people who understand the process they went through and understand 
how to choose more positive strategies.   
? Ask the participants for feedback about the activities covered in all eight 
sessions of the program.  Have them list their favorite and least favorite 
activities.   
? Remind the participants that you will visit with each of them in three to four 
weeks to see how everything is going. 
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Appendix E 
 
Stereotype Vulnerability 
 
Directions: Please read each item and ci rcle your response on the scale provided. 
 
1. In school, ????????????????????????????????????????????????????????????????????????
about 
    my race/ethnicity. 
 
1         2        3        4         5      6   
Strongly    Disagree Somewhat  Somewhat   Agree  Strongly 
Disagree     Disagree    Agree     Agree 
 
2.  I am embarrassed to talk to others about not doing well in school. 
 
1         2        3        4         5      6   
Strongly    Disagree Somewhat  Somewhat   Agree  Strongly 
Disagree     Disagree    Agree     Agree 
 
3.  I feel that if I do well in school, it reflects well on other members of my race/ethnicity. 
 
1         2        3        4         5      6   
Strongly    Disagree Somewhat  Somewhat   Agree  Strongly 
Disagree     Disagree    Agree     Agree 
 
4.  ?????????????????????????????? ?????????? ????????????????????????????????? ?????
concentrate. 
 
1         2        3        4         5      6   
Strongly    Disagree Somewhat  Somewhat   Agree  Strongly 
Disagree     Disagree    Agree     Agree 
 
5.  I sometimes feel like if I fail in school, I fail my race/ethnic group. 
 
1         2        3        4         5      6   
Strongly    Disagree Somewhat  Somewhat   Agree  Strongly 
Disagree     Disagree    Agree     Agree 
 
 
6.  I like it when teachers notice me in class. 
 
1         2        3        4         5      6   
Strongly    Disagree Somewhat  Somewhat   Agree  Strongly 
Disagree     Disagree    Agree     Agree 
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7.  When people look at me they think a lot about my race. 
 
1         2        3        4         5      6   
Strongly    Disagree Somewhat  Somewhat   Agree  Strongly 
Disagree     Disagree    Agree     Agree 
 
8.  In school, I never worry that people will draw conclusions about me based on what 
they think 
    about my race/ethnicity. 
 
1         2        3        4         5      6   
Strongly    Disagree Somewhat  Somewhat   Agree  Strongly 
Disagree     Disagree    Agree     Agree 
 
9.  When I am talking ??????????????????????????????????? ?????????????????? ?? 
 
1         2        3        4         5      6   
Strongly    Disagree Somewhat  Somewhat   Agree  Strongly 
Disagree     Disagree    Agree     Agree 
 
10.  Teachers expect Whites to get better grades than Blacks and Hispanics.   
 
1         2        3        4         5      6   
Strongly    Disagree Somewhat  Somewhat   Agree  Strongly 
Disagree     Disagree    Agree     Agree 
 
11.  I like to study with classmates who are not the same race as me. 
 
1         2        3        4         5      6   
Strongly    Disagree Somewhat  Somewhat   Agree  Strongly 
Disagree     Disagree    Agree     Agree 
 
 
12.  It is commonly believed that Whites have an easier time with academics than Blacks 
and     Hispanics. 
 
1         2        3        4         5      6   
Strongly    Disagree Somewhat  Somewhat   Agree  Strongly 
Disagree     Disagree    Agree     Agree 
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Appendix F 
 
Motivation T rait Questionnaire-Adapted 
 
This questionnaire asks you to respond to statements about your attitudes, opinions, and 
behaviors.  Read each statement carefully, and decide whether or not the statement 
describes you.  Using the scale at the top of each page indicate the degree to which the 
E N T IR E statement is true of you.  Give only one answer for each statement.   
Some of the statements may refer to experiences you may not have had.  Respond to 
these statements in terms of how true you think it W O U L D B E of you. 
1         2        3        4          5        6   
Very Untrue   Untrue Somewhat    Somewhat       True    Very True 
O f Me               of Me         Untrue of Me   True of Me     of Me                 of Me 
     
PL E ASE N O T E : 
? There are no right or wrong answers.  Simply describe yourself 
honestly and state your opinions accurately. 
? In deciding on your answer, consider your life in general and not only 
the last few weeks or months. 
? Deciding on an answer may be difficult for some of the statements.  If 
you have a hard time deciding, choose the answer that is MOST true of you. 
 
1.____ When I become interested in something, I try to learn as much about it as I can. 
2.  ____ I set goals as a way to improve my performance. 
3.  ____ When working on important projects, I am constantly fearful that I will make a  
mistake. 
4.  ____ If I know someone is judging me, I get so focused on how I am doing that I have                
difficulty concentrating on the task. 
5.  ____ When I am learning something new, I try to understand it completely. 
6.  ???????????????????????????????????????????????? the need to challenge myself to do  
  better. 
7.  ____ I do not get nervous in achievement settings. 
8.  ____ My heart beats fast before I begin difficult tasks. 
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9.  ____ Even when I have studied hard enough to get a good grade, I study more because 
I want   to completely understand the material. 
10.  ____ When learning something new, I focus on improving my performance. 
11.  ____ I am unconcerned even if I know that other people are forming an unfavorable 
impression of me. 
12.  ____ I have trouble relaxing because I worry about things at school. 
13.  ____ I like to take classes that challenge me. 
14.  ____ I compete with myself ? challenging myself to do things better than I have done  
    before. 
15.  ____ Before beginning an important project, I think of the consequences of failing. 
16.  ____ I am unable to concentrate fully in stressful situations. 
17.  ____ I am an intellectually curious person. 
18.  ____ I set high standards for myself and work toward achieving them. 
19.  ____ I am afraid of other people noticing my shortcomings. 
20.  ____ I get headaches when I have a lot of important things to do. 
21.  ____ I prefer activities that provide me the opportunity to learn something new. 
22.  ____ I work hard at everything I undertake until I am satisfied with the result. 
23.  ____ I get nervous just thinking about having an important project evaluated. 
24.  ____ I am able to remain calm and relaxed in stressful situations. 
25.  ____ I am naturally motivated to learn. 
26.  ____ I do not set difficult goals for myself. 
27.  ____ I worry about the possibility of failure. 
28.  ____ I am able to remain calm and relaxed before I take a test. 
29.  ____ I thirst for knowledge. 
30.  ____ My personal standards often exceed those required for the successful 
completion of a  project. 
31.  ____ I get tense when other people assess my progress. 
32.  ____ I get an uneasy feeling in my stomach when working toward something I really 
want to accomplish. 
33.  ____ I worry about how others will view my school performance. 
34.  ____ I lose sleep because I am troubled by thoughts of failure. 
35.  ____ I am cautious about trying to do something that could lead to embarrassment. 
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Appendix G 
 
Academic Identification 
 
1.  My academic abilities are important to me. 
 
1         2        3        4         5      6   
Strongly    Disagree Somewhat  Somewhat   Agree  Strongly 
Disagree     Disagree    Agree     Agree 
 
2.  Being a good student is a big part of who I am. 
 
1         2        3        4         5      6   
Strongly    Disagree Somewhat  Somewhat   Agree  Strongly 
Disagree     Disagree    Agree     Agree 
 
3.  I envision myself entering a career that involves strong academic skills. 
 
1         2        3        4         5      6   
Strongly    Disagree Somewhat  Somewhat   Agree  Strongly 
Disagree     Disagree    Agree     Agree 
 
4.  Being good student is an important part of my self-image. 
 
1         2        3        4         5      6   
Strongly    Disagree Somewhat  Somewhat   Agree  Strongly 
Disagree     Disagree    Agree     Agree 
 
5.  Overall, doing well in school has a lot to do with how I feel about myself. 
 
1         2        3        4         5      6   
Strongly    Disagree Somewhat  Somewhat   Agree  Strongly 
Disagree     Disagree    Agree     Agree 
 
6.  Overall, being a good student has little to do with how I feel about myself. 
 
1         2        3        4         5      6   
Strongly    Disagree Somewhat  Somewhat   Agree  Strongly 
Disagree     Disagree    Agree     Agree 
 
7.  I feel good about my academic abilities. 
 
1         2        3        4         5      6   
Strongly    Disagree Somewhat  Somewhat   Agree  Strongly 
Disagree     Disagree    Agree     Agree 
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Some people believe that standardized tests like the SAT and TAAS are extremely biased 
against certain groups.  Some people believe the tests are not at all biased.  Other people's 
views fall somewhere in between.  In your opinion, how biased (if at all) do you think 
tests like these are? 
Please circle your response on the scale. 
 
1         2        3        4         5      6   
Not at all Biased       Somewhat Biased         Extremely Biased 
 
 
If these tests are biased, against which group(s) are the tests biased and how? 
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Appendix H 
 
Post-Program Evaluation Form 
 
Directions: Please read each item and ci rcle your response on the scale provided. 
 
1.  The topics covered in this program were understandable. 
 
1         2        3        4         5      6   
Strongly    Disagree Somewhat  Somewhat   Agree  Strongly 
Disagree     Disagree    Agree     Agree 
 
2.  The topics covered during in this program will be useful in the future. 
 
1         2        3        4         5      6   
Strongly    Disagree Somewhat  Somewhat   Agree  Strongly 
Disagree     Disagree    Agree     Agree 
 
3.  I feel I have a better understanding of how stereotype threat affects my academic     
performance. 
 
1         2        3        4         5      6   
Strongly    Disagree Somewhat  Somewhat   Agree  Strongly 
Disagree     Disagree    Agree     Agree 
 
4.  I feel I have more control over how I respond to stereotype threat provoking 
situations. 
 
1         2        3        4         5      6   
Strongly    Disagree Somewhat  Somewhat   Agree  Strongly 
Disagree     Disagree    Agree     Agree 
 
5.  I feel this program taught me at least one specific strategy that I can use to improve 
how I    respond to stereotype threat. 
 
1         2        3        4         5      6   
Strongly    Disagree Somewhat  Somewhat   Agree  Strongly 
Disagree     Disagree    Agree     Agree 
 
6.  The sessions were interesting. 
 
1         2        3        4         5      6   
Strongly    Disagree Somewhat  Somewhat   Agree  Strongly 
Disagree     Disagree    Agree     Agree 
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7.  The group facilitator seemed to understand the material in the program. 
 
1         2        3        4         5      6   
Strongly    Disagree Somewhat  Somewhat   Agree  Strongly 
Disagree     Disagree    Agree     Agree 
 
8.  The group facilitator explained the material in a way that I could understand. 
 
1         2        3        4         5      6   
Strongly    Disagree Somewhat  Somewhat   Agree  Strongly 
Disagree     Disagree    Agree     Agree 
 
9.  I felt comfortable asking questions and giving my opinion during the program. 
 
1         2        3        4         5      6   
Strongly    Disagree Somewhat  Somewhat   Agree  Strongly 
Disagree     Disagree    Agree     Agree 
 
10.  I would recommend this program to a friend that had academic difficulties in school. 
 
1         2        3        4         5      6   
Strongly    Disagree Somewhat  Somewhat   Agree  Strongly 
Disagree     Disagree    Agree     Agree 
 
11.  I am glad that I attended this program. 
 
1         2        3        4         5      6   
Strongly    Disagree Somewhat  Somewhat   Agree  Strongly 
Disagree     Disagree    Agree     Agree 
 
 
Would you make any changes to the program? If so, what would they be? 
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Appendix I 
Request to Use A rticle Letter 
 
Dear Sir or Madame: 
 
I am a graduate student at Philadelphia College of Osteopathic Medicine.  
I am in the process of preparing my dissertation as a partial requirement for the 
Doctor of Psychology degree.  I am seeking permission to include the image, You 
Can Grow Your Intelligence, in my dissertation project.  The goal of this project 
is to develop an educational program designed to decrease the negative impacts of 
stereotype threat.  The article will be used to teach students that intelligence is 
malleable, and they can increase it with work and practice.   
Please indicate your approval of this request by replying to this email.  If you 
have any questions, please feel free to contact me, Clédicianne Dorvil, at 
clediciannedo@pcom.edu or (609-532-0005).  The supervisor of the study, Dr. George 
McCloskey, can be reached at (215-871-6563).  A copy of the work is enclosed.   
 
Very truly yours: 
 
 
Cledicianne Dorvil, M.A. 
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     Appendix J 
 
Request to Use Image Letter 
 
Dear Mr. Holmes: 
 
I am a graduate student at Philadelphia College of Osteopathic Medicine.  
I am in the process of preparing my dissertation as a partial requirement for the 
Doctor of Psychology degree.  I am seeking p????????????????????????????????????
??????? ????????????????in my dissertation project.  The goal of this project is 
to develop an educational program designed to decrease the negative impacts of 
stereotype threat.  The diagram will be used to teach students how the fixed and 
growth mindset influence behaviors.   
Please indicate your approval of this request by replying to this email.  If you 
have any questions, please feel free to contact me, Clédicianne Dorvil, at 
clediciannedo@pcom.edu or (609-532-0005).  The supervisor of the study, Dr. George 
McCloskey, can be reached at (215-871-6563).  A copy of the work is enclosed.   
 
Very truly yours: 
 
 
Cledicianne Dorvil, M.A. 
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Appendix K 
 
 
 
 
 
 
 
 
 
Study Skills Group Manual (Revised) 
 
For Middle and High School Students 
 
 
 
 
 
By 
 
Clédicianne Dorvil, M.A. 
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Session 1- O rientation 
The purpose of the first session is to build rapport with individual members and to 
explain basic information about the group.  The session will provide an introduction to 
the program goals and guidelines and group expectations.  After the introduction to the 
program, participants will have a greater understand of how each session will run and the 
rationale behind the group.  During the first session, if the group facilitator notices that 
the participants require more individualized sessions to address socioemotional issues 
resulting from stereotype threat, he or she can expan?????????????????? ??????????????
individual needs.   
Objectives 
1.  Participants will have an understanding of program goals and agenda. 
2.  Participants will have an understanding of group expectations. 
3.  Participants will develop group guidelines to be adhered to for the remainder of the 
program. 
Session content 
? Introduce yourself to the group and provide a brief summary about your 
background and your function within the school system. 
? Provide a brief overview of the program and create the sense that the group is a 
joint effort among the group members.  Discuss meeting times and locations, 
duration of sessions, description of rationale and activities for the program, 
homework exercises, benefits/risks, confidentiality issues, participant and leader 
roles.  Explain that students will participate in creating group rules or guidelines. 
? Provide a description of the session structure.  The group structure will be as 
follows:  student check-in, review of the previous session and the homework 
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assignment, introduction of the topic of the week, group activity, and session 
feedback and closing. 
? Describes the rationale and philosophy of the group.  The group is described as a 
psycho-educational workshop that will incorporate specific activities about the 
brain and learning.  Participants will be provided with information that will 
change in a positive way their view of intelligence and how they manage 
themselves in various learning environments as well as learning strategies to help 
them improve their study skills.   
? Complete an ice-breaker activity: have participants break up into pairs, interview 
???????????????????????????????????????????????????????????????????.  Sample 
questions could be: 
8. What do you like to be called? 
 
9. How old are you? 
10. ??????????????????????????? being your age? 
11. ?????????????????????????????????????????????? 
12. If you could change one thing about your school, what would it be and 
why? 
13. Why are you a part of this group?   
14. What would you like to gain from this group? 
? Following this activity, have the participants identify goals that they would like to 
achieve for the current school year.  Provide the participants with a sheet of paper 
have them write three goals for the academic year.  Then, have participants list 
some strategies they could use or things they could do to achieve their goals. 
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? Closing: summarize the session by reviewing all activities that followed the 
introduction.  ?????????????????????????????????????????????????????????????
activities.   
? Homework: ask the participants to think about personal qualities or activities that 
they value and write them down and bring them to the next session. 
? Establish a time, date, and meeting place for the next session. 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Running head: STEREOTYPE THREAT AND ACADEMICS 159 
 
Suggested reading for moderator : 
Blackwell, L. S., Trzesniewski, K. H., & Dweck, C. S. (2007). Implicit theories of 
intelligence predict achievement across an adolescent transition: A longitudinal 
study and an intervention. Child Development, 78(1), 246-263. doi: 
10.1111/j.1467-8624.2007.00995.x 
Steele, C. M. (1997). A threat in the air: How stereotypes shape intellectual identity and 
performance. American Psychologist, 52, 613-629.  
http://www.nber.org/sewp/events/2005.01.14/Bios+Links/Krieger-rec5-
Steele_Threat-in-the-Air.pdf 
Steele, C. M., & Aronson, J. (1995). Stereotype threat and the intellectual test 
performance of African Americans. Journal of Personality and Social 
Psychology, 69, 797-811. doi: 10.1037/0022-3514.69.5.797 
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Session Two ? Identifying Values 
The purpose of this session is to help participants re-attribute their academic 
difficulties from internal causes to external ones and to reinforce their sense of personal 
worth by reflecting on sources of value and meaning in their lives.  Students sometimes 
conclude that they are not intelligent when, in fact, their difficulties are due to the novelty 
of the situation.  Reaction to failure leads to different future study behaviors, which 
subsequently lead to divergent outcomes.  Moreover, students from stigmatized group are 
often concerned that poor performance in a domain could confirm negative stereotypes 
about their group.  This situation can create chronic stress, and over time, this stress can 
undermine academic achievement (Steele, 1997).  Research shows that reminding 
students about sources of self-worth decrease negative effects of stereotype threat 
(Cohen, Garcia, Apfel, & Master, 2006) Thus, the goal of this session is to help students 
reaffirm their sense of personal adequacy and self-worth in order to lessen the 
psychological effects of stereotype threat.   
Objectives 
1.  Participants will understand that everyone faces challenges when transitioning to a 
new environment.   
2.  Participants will identify values that are important to them.   
Session content 
? Welcome and check in with participants with the following statements, 
?????????????????????????????????????? ???????????????????????????????????
that happened to you ???????????????????????????????????????????????????????
to talk about their week. 
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? Review core objectives and activities of the previous session including how 
sessions will be structured and the purpose of the group.  Ask participants if 
they have any questions about the group that were not answered the week 
before.  Time to answer questions should be given.  Proceed with the next 
activity if participants do not have any questions. 
? Start a conversation about the challenges that individuals experience when 
transitioning into a new school environment.  Have participants discuss some 
of the challenges they experienced while transitioning from elementary to 
middle school or from middle school to high school.  Then, explain to the 
participants that most students experience some anxiety about whether they 
will do well in academic domains when transitioning to a new grade or school 
regardless of race and gender.  Discuss how these concerns are common 
because many aspects of middle school (or high school) are very different 
from elementary school, such as changing classes each period, attempting 
more difficult academic work, meeting many more students, and adjusting to 
?????????????????????????????????????????????????????????? (for high school 
students examples can be more challenging classes, more students, more 
extracurricular activities, etc.).  Emphasize to the students that despite how 
difficult the transition may seem at the beginning of the year, things will 
become much more manageable as the year goes on. 
? Group activity:  give the participants handout 2.1, and ask them to read the 
words on the page.  Subsequently, ask the participants to select two personal 
values on the handout that are very important to them.  Then, have the 
participants write a paragraph explaining why the values that they chose are 
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important to them (they can use the reverse side of the handout or a separate 
sheet of paper to write the paragraph.  After completing the activity, ask the 
participants if they would like to share one of their values with the group and 
why it is important to them.   
?   Summarize the session by reviewing all activities conducted following the 
introduction.  Ask the participants for feedback about the session. 
? Schedule an appointment for the next session. 
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Suggested readings for session moderator: 
Aronson, J., Fried, C. B., & Good, C. (2002). Reducing the effects of stereotype threat on 
African American college students by shaping theories of intelligence. Journal of 
Experimental Social Psychology, 38, 113-125. doi:10.1006/jesp.2001.1491 
Cohen, G.  L., Garcia, J., Apfel, N., & Master, A. (2006). Reducing the racial 
achievement gap: A social-psychological intervention. Science, 313, 1307-1310.  
doi: 10.1126/science.1128317 
Good, C., Aronson, J., & Inzlicht, M. (2003). Improving adolescents' standardized test 
performance: An intervention to reduce the effects of stereotype threat. Journal of 
Applied Developmental Psychology, 24, 645-662. doi: 
doi:10.1016/j.appdev.2003.09.002 
Steele, C. M. (1997). A threat in the air: How stereotypes shape intellectual identity and 
performance. American Psychologist, 52, 613-629.  
http://www.nber.org/sewp/events/2005.01.14/Bios+Links/Krieger-rec5-
Steele_Threat-in-the-Air.pdf 
Walton, G.M., & Cohen, G.L. (2007). A question of belonging: Race, social fit, and 
achievement. Journal of Personality and Social Psychology, 92 (1), 82-96. doi: 
10.1037/0022-3514.92.1.82       
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Handout 2.1 
Affirmation Worksheet 
What are your personal values? 
My most important values are: (Circle two) 
 Athletic Ability 
 Being Good at Art 
 Independence 
 Living in the Moment 
Membership in a Social Group (e.g., your community, racial 
group, or school club) 
 Music 
 Politics 
 Relationships with Friends and Family 
Religious Values 
Sense of Humor 
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Session Three ? Labels 
 The third session serves to educate participants about various labels that we assign 
to others and how these labels can make people feel afraid to try or to work hard in 
academic domains for fear of how they will be perceived by their peers, for example,  
?????????????????????????????????????????Fordham and Ogbu (1988as cited in Ogbu, 2004) 
argue that among Black students there is an oppositional culture where academic 
????????????????????????????????????????????????????????????????????????????????????
results in social sanctions (i.e., name calling, humiliation, and loss of friends) (Ogbu, 
2004).  As a result, these students often have to choose between keeping their friendships 
and their community ties and maintaining their academic achievements.  This session will 
lay the foundation for future activities relating to stereotype threat. 
Objectives 
1.  Participants will have a better understanding of how labels impact them and others. 
2.  Participants will understand that the labels individuals give to other people can 
negatively impact a person?s performance and lead to self-handicapping behaviors.   
Session content  
? Welcome and check in with participants with the following statements, 
??????????????????????????????????????????????????????????????????????????
?????????????????????????????????????????????????????Encourage participants 
to talk about their week. 
? Start a conversation ab????????????????????????????????????????????????????
???????????????????????????????????? ?????????????????????????????????????write 
the labels on the board.  Explain to the participants that the labels that people 
give to one another based on how well they perform on certain tasks can 
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negatively impact their performance in the longue run.  Labels, which are a 
??????????????????????????????????????????????????????????-integrity.  Once a 
particular label has been assigned to someone, others expect the individual to 
act in a manner that confirms the label.  Over time, the individual may accept 
the label and incorporate it into his/her conceptualization of himself.   
? Group activity:  divide the participants into 2 groups and have them list five 
reasons why they ??????????????????????????????????????????????????????????????-
worth.  At the conclusion of the task, have one participant from each group 
share their responses with the whole group.  At the end of the activity, remind 
the participants that their basic qualities are things that they can grow through 
efforts.  Even if people may have different talents, interests, or temperaments, 
everyone can change and grow through learning and experience. 
? The homework assignment for this session requires the participants to think 
about and identify two labels that others have given them, and they have to list 
three reasons why these labels are not an accurate characterization of their 
capacities. 
? Summarize the session by reviewing all activities following the introduction.  
Ask the participants for feedback about the session. 
? Schedule an appointment for the next session. 
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Suggested Reading for Moderator : 
Dweck, C. S. (2006). Mindset. New York, NY: Random House. (978-0-345-47232-8). 
 
Ogbu, J. U. (2004). Collective identit???????????????????????????????????????????????????????
community, and education. The Urban Review, 36(1), 1-35. doi: 
10.1023/B:URRE.0000042734.83194.f6 
Riek, B. M., Mania, E. W., Gaertner, S. L., McDonald, S. A., & Lamoreaux, M. J. 
(2010). Does a common ingroup identity reduce intergroup threat? Group 
Processes Intergroup Relations, 13(4), 403-423. doi: 10.1177/1368430209346701  
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Session Four ? Stereotype Threat 
This session will build ?????????????????????????????????????????????the concept 
of stereotype threat.  Stereotype threat refers to the physiological arousal that one feels 
when facing the possibility of confirming negative cultural stereotypes about his or her 
intellectual and academic capabilities (Steele & Aronson, 1995).  Continuous exposure to 
negative stereotypes can contribute to intellectual underperformance among stigmatized 
students.  Teaching the participants about the consequences of stereotype threat will 
????????????????????????????????????????? physiological reactions to stereotype threat 
provoking situations.  Once participants become mindful of stereotype threat, they will be 
able to handle stereotype threat situations in a more appropriate manner.   
Objectives 
1.  Participants will become aware of the concept of stereotype threat and how it can 
influence an ?????????????????????????????????? 
2.  ???????????????????????????????????????????????????????????????????????????????????????s 
to stereotype threat. 
Session content 
? Welcome and check in with participants with the following statements, 
??????????????????????????????????????????????????????????????????????????
?????????????????????????????????????????????????????Encourage the 
participants to talk about their week. 
? Provide a brief overview of the topic covered during the last session.  Have 
the participants go over their homework assignment from the last session by 
asking them to discuss some of the labels that others have called them and to 
provide three reasons why these labels are not an accurate characterization of 
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their capacities.  Allow the participants a few minutes to share their 
experiences.  Proceed with the next activity if the participants do not have any 
questions. 
? Start a conversation about stereotype threat.  The group facilitator should 
explain to the participants that although our need to label and categorize 
objects in our environment is natural and adaptive in certain situations, it can 
lead to prejudice and mistaken assumptions about people (stereotypes) 
(Blackwell, Trzesniewski, & Dweck, 2007).  Explain stereotype threat as the 
???????-????????????????????????????????????????????????????????????????????
?????????? ?????????????????????????????????????????????????????????????
membership (Steele, 1997).  Emphasize to the participants that stereotype 
threat can harm the academic achievement of any individuals belonging to a 
group that is characterized by a stereotype, especially those students from an 
ethnic minority group where negative stereotypes about academic prowess 
exist.  Thus, in situations where stereotypes are evoked (e.g., taking an 
intellectually challenging test, being called upon to speak in class, 
?????????????????????????????????? inority students feel anxious about the 
possibility of confirming negative group stereotypes.  ????????????
vulnerability to this threat may not be the result of internal doubts about his or 
her ability but rather from his or her identification with a particular domain 
and the fear of being stigmatized because of that identification (Steele, 1997).  
Stereotype threat seems to influence academic achievement primarily by 
inducing anxiety (elevated heart rate, blood pressure); self-handicapping 
thoughts ("I can't do this!" or "I should have studied more."); task discounting 
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(("I know I'll fail."); ?????????????????????????psychologically disengaging from 
academic domains in order to maintain a positive sense of self (Steele and 
Aronson, 1995; Aronson et al., 2002; Schimel, Arndt, Banko, & Cook, 2004).  
Review handout the examples of stereotype threat on handout 4.1 with the 
participants.  Clarify any questions that they might have about stereotype 
threat. 
? Then, inform the participants that research shows that this threat does not 
happen to everyone.  According to Dweck (2009), individuals who have a 
fixed mindset, beliefs individuals hold about their most basic qualities and 
abilities, are more likely to experience stereotype threat effects.  Because 
these individuals believe that their qualities are fixed, they are more 
susceptible to negative messages about their group.  People who have a 
growth mindset, they believe that their basic qualities can be cultivated 
through efforts, are not easily influenced by stereotype threat effects.  These 
individuals do not believe in permanent inferiority, so they are able to learn 
and grow even from a threatening environment (Dweck, 2006).   
? Group activity:  have participants complete the Stereotype Threat 
Identification worksheet.  Have a discussion about the stereotype threat 
conditions that were identified.   
? Close the group with a session review and feedback about the session 
activities. 
? Schedule an appointment for the next session. 
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Suggested reading for moderator : 
Aronson, J., Fried, C.  B., & Good, C.  (2002). Reducing the effects of stereotype threat 
on African American college students by shaping theories of intelligence. Journal 
of Experimental Social Psychology, 38, 113-125. doi:10.1006/jesp.2001.1491 
Beilock, S.L., Rydell, R.J., & McConnell, A.R. (2007) Stereotype threat and working 
memory: mechanisms, alleviation, and spillover. Journal of Experimental 
Psychology: General, 136(2), 256-2761. doi: 10.1037/0096-3445.136.2.256 
Blackwell, L. S., Trzesniewski, K. H., & Dweck, C. S. (2007). Implicit theories of 
intelligence predict achievement across an adolescent transition: A longitudinal 
study and an intervention. Child Development, 78(1), 246- 263. doi: 
10.1111/j.1467-8624.2007.00995.x 
Dweck, C. S.  (2006). Mindset. New York, NY: Random House.  (978-0-345-47232-8). 
 
Dweck, C. S. (2009 ). Prejudice: How it develops and how it can be undone. Human           
 
Development, 52, 371-376. doi:10.1159/000242351 
 
Huguet, P. & Régner, I. (2007). Stereotype threat among schoolgirls in quasi-ordinary  
 
classroom circumstances. Journal of Educational Psychology, 99, 545-560. doi:   
 
10.1037/0022-0663.99.3.545 
 
Marx, D. M. & Goff, P. A. (2005). Clearing the air: The effect of experimenter race on 
target's test performance and subjective experience. British Journal of Social 
Psychology, 44, 645-657. doi: 10.1348/014466604X17948 
Marx, D. M., Stapel, D. A., & Muller, D. (2005). We can do it: The interplay of construal  
 
orientation and social comparison under threat. Journal of Personality and Social  
 
Psychology, 88, 432-446.  doi: 10.1037/0022-3514.88.3.432 
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McGlone, M. S., & Aronson, J. (2006). Stereotype threat, identity salience, and spatial 
reasoning. Journal of Applied Developmental Psychology, 27, 486-493. 
doi:10.1016/j.appdev.2006.06.003  
Roberson, L., Deitch, E. A., Brief, A. P., & Block, C. J. (2003). Stereotype threat and  
 
feedback seeking in the workplace. Journal of Vocational Behavior, 62, 176-188.  
 
doi: 10.1016/S0001-8791(02)00056-8  
 
Schimel, J., Arndt, J., Banko, K.  M., & Cook, A. (2004). Not all self-affirmations were 
created equal: The cognitive and social benefits of affirming the intrinsic (vs.  
extrinsic) self.  Social Cognition, 22, 75-99. doi: 10.1521/soco.22.1.75.30984 
Steele, C. M. (1997). A threat in the air: How stereotypes shape intellectual identity and 
performance. American Psychologist, 52, 613?629. 
http://www.nber.org/sewp/events/2005.01.14/Bios+Links/Krieger-rec5-
Steele_Threat-in-the-Air.pdf 
Steele, C.  M., & Aronson, J.  (1995). Stereotype threat and the intellectual test 
performance of African-Americans. Journal of Personality and Social 
Psychology, 69, 797-811. doi: 10.1037/0022-3514.69.5.797 
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Handout 4.1 
 
Examples of stereotype threat 
 
? Salient group membership ? ??????????????????????????????????????? ???????????t 
(e.g., e??????????????????????????????????? before a test) (McGlone & Aronson, 
2006).   
? Solo or numerical minority status ? situation where is expected to be the only 
representative of a stereotyped group (Roberson, Deitch, Brief, & Block, 2003). 
? Stereotype salience - when stereotypes are invoked in the performance 
environment  (e.g., insinuating that Caucasians perform better than Blacks and 
Hispanics on cognitive tasks) (Steele and Aronson, 1995). 
? Evaluative scrutiny ? situations in which an individual believes that his or her 
ability is being evaluated (Marx, Stapel, & Muller, 2005). 
? The way a task is described can also affect which stereotypes are highlighted in a 
given situation (Huguet & Régner, 2007). 
? Test difficulty ? individuals are more likely to experience stereotype threat effects 
when they are performing a difficult task (Beilock, Rydell, & McConnell, 2007). 
? Performing challenging tasks in the presence of a White test administrator (Marx 
& Goff, 2005). 
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Handout 4.2 
Stereotype Threat Identification 
Directions: Think about stereotype threat provoking situations that you have experienced 
and answer the following questions.   
4. The last time that I experienced stereotype threat ?????????????????????????????
and what happened to you) 
 
  
  
  
  
  
  
  
  
  
5. Describe how you felt in the stereotype provoking situation. 
  
  
  
  
  
  
  
  
  
  
6. Describe what you did after this experience.   
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Session 5 ? B rain Anatomy 
Session five is designed to teach participants about brain structure and functions.  
Teaching participants basic facts about the brain will help them better understand the 
learning process and the different brain areas that are involved in learning.  Moreover, it 
will help them better understand how labeling and stereotype threat can negatively affect 
brain functioning (Johns, Inzlicht, & Schmader, 2008).  They will also be taught how to 
use their brain to counter stereotype threat effects.  The session will utilize illustrative 
handouts and activities to learn basic facts about the brain.  It is important for the 
participants to understand that they learn new things, the connections in the brain get 
stronger; their brain cells grow (Dweck, 2006).   
Objectives 
1. Group participants will learn basic facts about the brain and how labeling and 
stereotype threat can affect brain function. 
2. Participants will learn how to use their brain to counter stereotype threat effects. 
Session content  
? Welcome and check in with participants with the following statements, 
?????????????????????????????????????? ?????????????????????????ive thing 
?????????????????????????????????????????????????????Encourage participants 
to talk about their week. 
? Start a conversation about brain by stating ?????????????????????????????????????
of the body and neurologists are learning new things about its workings every 
day.  However, there are some things that we do already know about the 
brain's structure and function.  This session will provide you with a brief 
introduction to this amazing control center of our bodies.  Ask participants 
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what they know about the brain.  Explain to the participants that an adult 
human brain weighs about 3 pounds, and is about the size of two fists pressed 
together.  Beginning in the womb and throughout life this vast neural network 
continues to expand, adapt, and learn.  The brain is divided into two 
hemispheres connected by bundles of nerve fibers that transmit information to 
and from the body via the spinal cord.  Each hemisphere communicates with 
the other through the corpus callosum, a bundle of nerve fibers.  Information 
passes from nerve cell through a series of electrical and chemical signals.  The 
brain consists of several regions that have different functions.  Have 
participants identify as many functions as they can think of and the facilitator 
will write the functions on the board.  Review handout 5.1 and 5.2 with the 
participants.  Remind the participants that the brain forms new neural 
connections when it is engaged in learning and problem solving.  When you 
learn new things, the connections in the brain get stronger; your brain cells 
grow (Dweck, 2006).   
? Then, explain to the participants that labeling and stereotype threat can affect 
brain function by limiting cognitive resources (e.g., brain areas related to 
emotional processing and cognitive control) (John, Inzlicht, & Schmader, 
2008.  ??????????????????????????????????????????????????????? ?????????
worries about confirming negative stereotypes.  The stress or anxiety that one 
experience under stereotype threat condition can disrupt memory functioning 
and executive function, especially working memory processes, by reducing  
??????capacity to regulate attention when performing difficult tasks (difficulty 
thinking or brain freeze) (Schmader, Johns, & Forbes, 2008).  However, you 
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can use your brain to combat stereotype threat effects.  When you start to 
experience physiological reactions (e.g., elevated heart rate or blood pressure) 
?????????????????????????????????????????????????????????????you can use your 
brain to take constructive actions.  In other words, you can reformulate the 
???????????????????????????????.  The arousal increase that you experience 
can also indicate that your body is organizing cognitive resources to solve the 
problem instead of poor ability.  Therefore this arousal can be a method that 
your body uses to let you know that you have to use a different approach or to 
exert more effort to solve the problem.   
? If the group facilitator notices that students require more strategies to address 
stereotype threat effects, he or she can expand the sessions to work with the 
students individually.  Furthermore, cognitive behavioral strategies can be 
utilized during these individualized sessions to help students who are 
experiencing a great degree of stereotype threat monitor their negative 
thoughts and control their physiological reactions. 
? The homework assignment for this session requires participants to review 
handout 5.3.   
? Closing:  the facilitator should summarize the session by reviewing activities 
conducted following the introduction.  Ask the participants for feedback about 
the session. 
? Schedule an appointment for the next session. 
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Suggested Reading for the Moderator: 
Blackwell, L. S., Trzesniewski, K. H., & Dweck, C. S.  (2007). Implicit theories of 
intelligence predict achievement across an adolescent transition: A longitudinal 
study and an intervention.  Child Development, 78(1), 246-263. doi: 
10.1111/j.1467-8624.2007.00995.x 
Dweck, C.S.  (2006). Mindset. New York, NY: Random House. (978-0-345-47232-8). 
 
Good, C., Aronson, J., & Inzlicht, M. (2003). ?????????????????????????????????????????
performance: An intervention to reduce the effects of stereotype threat. Journal of 
Applied Developmental Psychology, 24, 645-662. 
doi:10.1016/j.appdev.2003.09.002 
Hale, J.B, & Fiorello, C.A. (2004 ). School Ne????????????????????????????????
Handbook. New York, NY: Guilford Publication, Inc. 
 Johns, M., Inzlicht, M., & Schmader, T. (2008). Stereotype threat and executive resource 
depletion: Examining the influence of emotion regulation. Journal of 
Experimental Psychology, 137, 691-705. doi: 10.1037/a0013834 
Schmader, T., Johns, M, Forbes, C. (2008). An integrated process model of stereotype 
threat effects on performance. Psychology Review, 115(2), 336-356. doi: 
10.1037/0033-295X.115.2.336 
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Handout 5.1 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
lea rning 
right hemisphere 
nove l/new lea rning ~
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Handout 5.2 
???????????????????????????????? ???????????? 
 
Brief Over V iew 
? Spinal Cord - Large bundle of nerve fibers located in the back that extends from 
the base of the brain to the lower back, the spinal cord carries messages to and 
from the brain and the rest of the body. 
? F rontal Lobe - The largest section of the brain located in the front of the head 
(brain manager), the frontal lobe is involved in reasoning and movement. 
? Parietal Lobe - The middle part of the brain, the parietal lobe helps you to 
identify objects and understand spatial relationships (where your body is located 
in relations to objects and others).  The parietal lobe is also involved in 
interpreting pain and touch in the body. 
? Occipital Lobe - The occipital lobe is the back part of the brain that is involved 
with vision. 
? Temporal Lobe - The sides of the brain, these temporal lobes are involved in 
memory, speech, and sense of smell. 
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Handout 5.3 
Conceived by Dr . Carol Dweck , G raphic by Nigel Holmes 
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Session 6 ? The Nature of Intelligence 
Session six focuses on teaching participants about the malleable nature of 
intelligence.  The purpose of this session is to help participants understand that learning 
changes the brain by forming new connections, and participants are in charge of their 
learning.  Individuals who view intelligence as a fixed trait that cannot be altered by 
experience and learning tend to be more concerned with demonstrating their intelligence 
whereas individuals who have a growth and development view of intelligence tend to 
focus on learning new concepts and increasing their competence (Aronson, Fried, & 
Good, 2002).  Individuals who have a growth mindset believe that they can develop their 
brain and abilities.  According to Dweck (2006), the growth mindset fosters a love for 
????????????????????????????????????????????????????????????????????????????????????
However, people with a fixed mindset believe that their basic qualities are fixed and can't 
be developed.  According to Aronson, Fried, and Good, (2002), individuals who are 
vulnerable to ability stereotypes adopt a similar mindset as trait theorists when faced with 
academic difficulties. 
Objectives 
1. Encourage participants to adopt the view that their basic intelligence is malleable; 
they can expand it with work. 
2. Encourage participants to advocate the malleability of intelligence. 
Session content 
? Welcome and check in with participants with the following statements, 
??????????????????????????????????????????????????????????????????????????
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?????????????????????????????????????????????????????Encourage participants 
to talk about their week. 
?  Provide a brief overview of the topic covered during the last session and have 
participants review the homework assignment.  Go over handout 5.3 with the 
participants.  Review how the different mindsets can influence behavior and 
achievement.  Clarification and further discussion about mindset might be 
necessary.   
? Following the review, make ???????????????????????????????????????????????
???????????????????????????????????????????????????????????????????????????
???????????????????????????????????????????????????????????????????????Some 
people believe that intelligence is fixed, but research shows that the brain 
changes when you use it.  The human brain is able to adapt and rewire itself; 
research shows that your brain grows when you learn something new; you get 
more tiny branches called dendrites, which help neurons connect with other 
neurons to send information through the brain (handout 6.1).  Give the 
?????????????????????????????????????????????????????????????????????????????
Intelligence (the group facilitator may choose to read the article aloud as a 
total group activity if the participants have difficulty reading the article on 
their own).  The article describes the changes that occur in the brain as a result 
of new learning; it also includes scientific research findings that demonstrate 
how the brain changes over time.  The article also contains strategies to help 
individuals increase their intelligence. 
? After the reading, lead a discussion in which participants are asked to reflect 
on what they have read.  Offer ????????????????????????????????????????????????
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?practice makes perfect,? what evidence do they have to support this 
statement??????? the participants identify the sources of evidence provided in 
the article that shows that our brains change with practice.  On a white board 
or wall chart, list the examples provided by the participants.   
? Group activity: Have the participants pair up and ask them to share with their 
partner an example of a skill they have learned to do well.  Ask them to recall 
as clearly as possible what it was like to struggle in the beginning and the 
kinds of mistakes they might have made as they tried to figure out how to 
improve their performance.  Point out to the participants that the errors that 
they made in the course of learning were necessary in order to master the skill.  
The more that they challenge their mind, the more that their brain cells will 
grow.  Reinforce the fact that their brain changed and made new connections 
in the course of learning.   
? For homework, ask the participants to complete handout 6.3.   
? Closing: Summarize the session by reviewing all activities conducted 
following the introduction.  Ask the participants for feedback about the 
session. 
? Conclude with the message that everything you learn makes you smarter and 
that being smart is a choice you make. 
? Schedule an appointment for the next session. 
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Suggested reading for the moderator : 
 
Aronson, J., Fried, C.  B., & Good, C.  (2002).  Reducing the effects of stereotype threat 
on African American college students by shaping theories of intelligence. Journal 
of Experimental Social Psychology, 38, 113-125. doi:10.1006/jesp.2001.1491 
Blackwell, L. S., Trzesniewski, K. H., & Dweck, C. S.  (2007). Implicit theories of 
intelligence predict achievement across an adolescent transition: A longitudinal 
study and an intervention. Child Development, 78(1), 246 -263. doi: 
10.1111/j.1467-8624.2007.00995.x 
You can grow your intelligence. (2008). National Association of Independent Schools.  
Retrieved from 
http://www.nais.org/publications/ismagazinearticle.cfm?itemNumber=150439 
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Handout 6.1 
 
How information travel inside the brain 
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Handout 6.2 
You Can G row Your Intelligence 
 
New Research Shows the Brain Can Be Developed Like a Muscle (Winter 2008) 
Many people think of the brain as a mystery.  They don't know much about intelligence 
and how it works.  When they do think about what intelligence is, many people believe 
that a person is born either smart, average, or dumb ? and stays that way for life.  But 
new research shows that the brain is more like a muscle ? it changes and gets stronger 
when you use it.  And scientists have been able to show just how the brain grows and gets 
stronger when you learn. 
 
Everyone knows that when you lift weights, your muscles get bigger and you get 
stronger.  A person who can't lift 20 pounds when they start exercising can get strong 
enough to lift 100 pounds after working out for a long time.  That's because the muscles 
become larger and stronger with exercise.  And when you stop exercising, the muscles 
shrink and you get weaker.  That's why people say "Use it or lose it! 
 
But most people don't know that when they practice and learn new things, parts of their 
brain change and get larger a lot like muscles do when they exercise.  Inside the cortex of 
the brain are billions of tiny nerve cells, called neurons.  The nerve cells have branches 
connecting them to other cells in a complicated network.  Communication between these 
brain cells is what allows us to think and solve problems. 
 
When you learn new things, these tiny connections in the brain actually multiply and get 
stronger.  The more that you challenge your mind to learn, the more your brain cells 
grow.  Then, things that you once found very hard or even impossible to do ? like 
speaking a foreign language or doing algebra ? seem to become easy.  The result is a 
stronger, smarter brain. 
 
How Do We K now the B rain Can G row Stronger? 
Scientists started thinking that the human brain could develop and change when they 
studied animals' brains.  They found out that animals who lived in a challenging 
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environment, with other animals and toys to play with, were different from animals who 
lived alone in bare cages. 
 
While the animals who lived alone just ate and slept all the time, the ones who lived with 
different toys and other animals were always active.  They spent a lot of time figuring out 
how to use the toys and how get along with the other animals. 
 
These animals had more connections between the nerve cells in their brains.  The 
connections were bigger and stronger, too.  In fact, their whole brains were about 10% 
heavier than the brains of the animals who lived alone without toys.  The animals who 
were exercising their brains by playing with toys and each other were also "smarter" ? 
they were better at solving problems and learning new things. 
 
Even old animals got smarter and developed more connections in their brains when they 
got the chance to play with new toys and other animals.  When scientists put very old 
animals in the cages with younger animals and new toys to explore, their brains grew by 
about 10%! 
 
Children's B rain G rowth 
Another thing that got scientists thinking about the brain growing and changing was 
babies.  Everyone knows that babies are born without being able to talk or understand 
language.  But somehow, almost all babies learn to speak their parents' language in the 
first few years of life.  How do they do this? 
 
The K ey to G rowing the B rain: Practice? 
From the first day they are born, babies are hearing people around them talk ? all day, 
every day, to the baby and to each other.  They have to try to make sense of these strange 
sounds and figure out what they mean.  In a way, babies are exercising their brains by 
listening hard. 
 
Later, when they need to tell their parents what they want, they start practicing talking 
themselves.  At first, they just make goo-goo sounds.  Then, words start coming, and by 
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the time they are three years old, most can say whole sentences almost perfectly. 
 
Once children learn a language, they don't forget it.  The child's brain has changed ? it 
has actually gotten smarter. 
 
This can happen because learning causes permanent changes in the brain.  The babies' 
brain cells get larger and grow new connections between them.  These new, stronger 
connections make the child's brain stronger and smarter, just like a weightlifter's big 
muscles make them strong. 
 
The Real T ruth About " Smart "  and " Dumb "  
No one thinks babies are stupid because they can't talk.  They just haven't learned how to 
yet.  But some people will call a person dumb if they can't solve math problems, or spell 
a word right, or read fast ? even though all these things are learned with practice. 
 
At first, no one can read or solve equations.  But with practice, they can learn to do it.  
And the more a person learns, the easier it gets to learn new things-because their brain 
"muscles" have gotten stronger! 
 
The students everyone thinks are the "smartest" may not have been born any different 
from anyone else.  But before they started school, they may have started to practice 
reading.  They had already started to build up their "reading muscles." Then, in the 
classroom, everyone said, "That's the smartest student in the class." 
 
They don't realize that any of the other students could learn to do as well if they exercised 
and practiced reading as much.  Remember, all of those other students learned to speak at 
least one whole language already ? something that grownups find very hard to do.  They 
just need to build up their "reading muscles" too. 
 
What Can You Do to Get Smarter? 
Just like a weightlifter or a basketball player, to be a brain athlete you have to exercise 
and practice.  By practicing you make your brain stronger.  You also learn skills that let 
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you use your brain in a smarter way-just like a basketball player learns new moves. 
 
But many people miss out on the chance to grow a stronger brain because they think they 
can't do it, or that it's too hard.  It does take work, just like becoming stronger physically 
or becoming a better ball player does.  Sometimes it even hurts! But when you feel 
yourself get better and stronger, worth it! 
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Handout 6.3 
 
How I Became an Expert 
 
6. Name one subject or activity that you do well (for example, reading, playing 
basketball, playing the guitar, painting, cooking, or using a computer).   
 
 
 
7. Were you good at this skill the first time you tried it? 
 
 
8. Did you make any mistakes as you were learning more about how to do this 
activity? 
 
 
 
9. ??????????????????????????????????????????????????????????? 
 
 
 
10. What will you do to continue to get better at doing this activity? 
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Session 7? Study Skills 
Session seven focuses on teaching participants study techniques such as goal 
setting, time management, studying strategies, and organization skills.  The transition to 
middle school or high school can be stressful for many students (Good, Aronson, & 
Inzlicht, 2003).  Our capacity to think clearly is weakened when we are faced with a 
stressful situation.  When stressed, one cannot think clearly, cannot consider the 
long?range consequences of his or her behavior, or make good decisions.  Consequently, 
????????????????????????????????????????????????????????????????????? ????????????????
compromised.  Transitioning to middle school or high school often requires students to 
meet the demands of several teachers, and keeping materials and time organized require a 
level of maturity that some students may not be not ready for (Blackwell, Trzesniewski, 
& Dweck, 2007).  Therefore, it is important to teach participants techniques to help them 
manage some of the stress that they will experience throughout their schooling career, 
and also to help them capitalize on their strengths and compensate for their weaknesses.   
Objectives 
3. Participants will learn the importance of study skills and  apply various study 
techniques to improve the effectiveness of their studies.  
4. Participants will identify their preferred learning style described by the C.I.T.E. self-
inventory.  
Session content 
? Welcome and check in with participants with the following statement, 
??????????????????????????????????????????????????????????????????????????
?????????????????????????????????????????????????????Encourage participants 
to talk about their week. 
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? Provide a brief overview of the topic covered during the last session and have 
participants review the homework assignment.  Go over the ??????????????
???????????works sheet with the participants.  Clarify any concepts that might 
require further clarification.   
? Start a discussion about study skills.  Ask participants to list on a piece of 
paper which school subjects are the easiest for them and which subjects are 
the most difficult.  Have participants list some reasons why they believe the 
difficult subjects are so hard for them.   
? Group activity: Review the study skills techniques on handout 7.1 with the 
participants.  Clarify any questions that they might have about the techniques 
and provide examples of how they can use them if necessary. 
? Distribute folders containing the C.I.T.E.  Learning Styles Inventory, the time 
management schedule, homework checklist, sequencing organizer, along with 
a set of basic tools (highlighter, index cards, etc.).  Review the time 
management schedule, homework checklist, and sequencing organizer with 
the participants.  Participants can fill in charts with routine activities and 
responsibilities.  Then, review the Learning Styles Inventory with the 
participants.  This inventory will help the participants determine their 
preferred method of learning.  Explain to the participants that although 
individuals use various techniques when taking in information from the 
environment, they usually have a major, or preferred, learning style.  The 
C.I.T.E.  Learning Styles Inventory will help them discover their major, or 
preferred, learning style. 
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? Have participants share their statements about difficult classes with the group.  
Help the participants brainstorm strategies that they can use to improve the 
effectiveness of their performance in courses they perceive as difficult. 
? Closing: Summarize the session by reviewing activities conducted following 
the introduction.  Ask the participants for feedback about the session. 
? Homework: Ask the participants to prepare a time chart for studying that 
covers the next five days.  Ask them to record on their charts the times they 
plan to study, the time they actually studied, the course for which they were 
studying, the place where they did the studying, and the method of 
study/review they used.  Also ask the participants to complete the C.I.T.E.  
Learning Styles Inventory. 
? Schedule an appointment for the next session. 
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Suggested Readings for the Moderator: 
Blackwell, L. S., Trzesniewski, K. H., & Dweck, C. S. (2007). Implicit theories of 
intelligence predict achievement across an adolescent transition: A longitudinal 
study and an intervention. Child Development, 78(1), 246-263.  doi: 
10.1111/j.1467-8624.2007.00995.x  
Good, C., Aronson, J., & Inzlicht, M.  (2003).  ?????????????????????????????????????????
performance: An intervention to reduce the effects of stereotype threat.  Journal 
of Applied Developmental Psychology, 24, 645-662.  
doi:10.1016/j.appdev.2003.09.002 
Steele, C.  M. (1997). A threat in the air: How stereotypes shape intellectual identity and 
performance. American Psychologist, 52, 613-629. Retrieved from 
http://www.nber.org/sewp/events/2005.01.14/Bios+Links/Krieger-rec5-
Steele_Threat-in-the-Air.pdf 
Babich, A.M., Burdine, P., Albright, L., & Randol,  P.  (1976, 2003).  C .I.T.E .  Learning 
Styles Inventory. Wichita, KS: Murdoch Teachers Center.     
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Handout 7.1 
Note Taking Skills 
? Re-write notes from class - leave space in notes to add comments from the text  
? Take notes on discussion, not just copying the board  
? Create note cards with main Ideas  
? Focus on concepts vs.  details 
Study Skills 
? Bring questions to class  
? Do  homework  problems  -­‐  write  summaries  of  what  you  read  
? Prepare in advance for class - read ahead  
? Review notes at night  
? Write journal questions about concept topics  
? Avoid cramming the night before  
? Outline  chapters  and  make  index  cards  with  important  terms  and  definitions  
?   Work  with  a  partner  to  quiz  themselves  on  these  
  
Test Preparation and Test Taking Skills 
? Organize all test materials  
? Review all material  
? Re-write notes  
? Read assignments 
? Take as much time as necessary on each question but do not dwell 
?  Leave enough time to check answers at the end 
? If stumped by a question, skip it and come back at the end 
?  Panic attack ? stop, close your eyes, take a deep breath, and the go on 
o  Multiple choice 
? Read all the questions first 
o Essay 
? Look for key words and phrases 
? (explain, prove, define, identify) 
T ime Management Skills 
? Prepare weekly work schedule and check off as things are completed  
? Maintain a time chart  
? Set short and long term goals and link them  
? breaking up longer term projects into several parts with shorter term finish-by 
dates 
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O rganization Skills 
 
? Divide long term objectives into smaller, manageable tasks. 
? Review materials on a regular basis to help to commit it to memory 
? Be flexible on the amount of time you spend on each subject. 
? Study difficult material in several short periods instead of one long intense period. 
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The C .I .T .E .  Learning Styles Inventory 
 
The C.I.T.E.  (Babich, Burdine, Albright, and Randol, 1976) was formulated at the 
Murdoch Teachers Center in Wichita, Kansas to help teachers determine the learning 
styles preferred by their students. 
 
The C.I.T.E.  is divided into three main areas: language, visual language, auditory 
numerical, visual numerical and auditory-visual language 
 
?????????????????????????????????????????????????????????????????????????????????? 
and auditory-visual-kinesthetic combination. 
 
?? ??????????????????????????????????????????????????????????????????????????? 
 
???????????????????????????????????????????????er at oral or written communication. 
 
Scores on the C .I.T.E .  Learning Styles Inventory fall into one of three categories: major, 
minor, and negligible.  These categories may be defined as follows: 
 
Major: The student prefers this mode of learning, feels comfortable with it, and  
uses it for important (to the student) learning.  A student does not necessarily have 
one and only one preferred style. 
 
Minor: The student uses this mode but usually as a second choice or in  
conjunction with other learning styles. 
 
Negligible: The student prefers not to use this mode if other choices are available.  
The student does not feel comfortable with this style. 
 
C .I .T .E .  L E A RNIN G ST Y L ES D ESC RIPT I V E IN F O R M A T I O N 
 
V isual Language: 
Students who prefer this mode learn language skills by sight, mainly by reading and 
watching.  They tend to be fast thinkers, to gesture freely while talking, and to 
communicate very clearly and concisely.  They learn well from the demonstration 
process--must see to understand. 
 
V isual Numeric: 
Students who prefer this mode do better with numbers when they see them written.  They 
must see to understand. 
Learn best by reading and watching.  They tend to be fast thinkers. 
 
Auditory Language: 
Students who prefer this mode learn better by listening.  (Individuals with low auditory 
skills may have trouble taking notes.) 
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Auditory Numeric: 
Students who prefer this mode are better with numbers when they can hear them spoken.  
(Individuals with low auditory skills may have trouble taking notes.) 
 
Tactile/K inesthetic: 
Students who prefer this mode are feeling and touch oriented, good at hands-on tasks, 
good linguists, and very sensitive to others' feelings.  They learn best by doing and 
moving.  Good ways to learn are hands-on projects or experiments, writing down the 
information, and applying it to real-life situations.  They may have difficulty sitting for 
long periods of time. 
 
Social Individual: 
Students who prefer this mode usually prefer to study on their own. 
 
Social G roup: 
Students who prefer this mode usually learn best by interacting with a group. 
 
O ral Expressiveness: 
Means how well students express themselves verbally Students who prefer this mode 
usually do well in classes that emphasize discussion.  They need to talk about the 
information to be learned, and to express their ideas and opinions. 
 
W ritten Expressiveness: 
This means how well students express themselves in writing. 
 
What is your major 
style(s):__________________________________________________________  
 
What is your minor style(s):______________________________________ 
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Most Leasl 
Like Like 
M. M. 
1 When I make things for my studies, I rememDer what I have learned Detter 1 2 3 4 
2 Written ass~nmen ts are easy for me to do 1 2 3 4 
3 I learn Detter if someone reads a book to me than if I read silently to myself. 1 2 3 4 
4 I learn Dest when I study alone 1 2 3 4 
5 Having assignment directions written on the ooard makes them easier to 1 2 3 4 
understand. 
6 It's harder fO( me to do a wr itten assignment than an oral one. 1 2 3 4 
7 When I do math problems in my head, I say the numbers to myself 1 2 3 4 
8 If I need help in the subject, I will ask a classmate fO( help. 1 2 3 4 
9 I understand a math problem that is written down Detter than ooe I hear 1 2 3 4 
10 I don't mind doing written assignments. 1 2 3 4 
11 I remember things I hear better than if I read. 1 2 3 4 
12 I remember more of w'hat I learn if I learn it w'hen I am alone 1 2 3 4 
13 I would rather read a story than listen to it read 1 2 3 4 
14 I feel like I ta lk smarter than I write 1 2 3 4 
15 If someone tells me three numDers to add, I can usually get the right answer 1 2 3 4 
without writing them down. 
t
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b
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Most Least 
Like Like 
Me Me 
16 I like to work in a group because I learn from the others in my group. 1 2 3 4 
17 Written math problems are easier for me to do than oral ones. 1 2 3 4 
18 Writing a spelling word several times helps me remember it better. 1 2 3 4 
19 I find it easier to remember what I have heard than what I have read. 1 2 3 4 
20 It is more fun to learn with classmates at first, but it is hard to study with them. 1 2 3 4 
21 I like written directions better than spoken ones. 1 2 3 4 
22 If homework were oral , I would do it all. 1 2 3 4 
23 When I hear a phone number, I can remember it without writing it down. 1 2 3 4 
24 I get more work done when I work with someone. 1 2 3 4 
25 Seeing a number makes more sense to me than hearing a number. 1 2 3 4 
26 I like to do things like simple repairs or crafts with my hands. 1 2 3 4 
27 The things I write on paper sound better than when J say them. 1 2 3 4 
28 I study best when no one is around to talk or listen to. 1 2 3 4 
29 I would rather read th ings in a book than have the teacher te ll me about them . 1 2 3 4 
30 Speaking is a better way than writing if you want someone to understand what 1 2 3 4 
you really mean. 
. 
l . 
i  i
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l
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Most Least 
Like Like 
Me Me 
31 When I have a written math problem to do, I say it to myself to understand it 1 2 3 4 
better. 
32 I can learn more about a subject if I am with a small group of students. 1 2 3 4 
33 Seeing the price of something written down is easier for me to understand than 1 2 3 4 
having someone tell me the price. 
34 I like to make things with my hands. 1 2 3 4 
35 I like test that call for sentence completion or written answers. 1 2 3 4 
36 I understand more from a class discussion, than from reading about a subject. 1 2 3 4 
37 I remember the spelling of a word better if J see it written down than if someone 1 2 3 4 
spells it out loud. 
38 Spelling and grammar rules make it hard for me to say what J want to in writing. 1 2 3 4 
39 It makes it easier when J say the numbers of a problem to myself as J work it 1 2 3 4 
out. 
40 I like to study with other people. 1 2 3 4 
41 When the teachers say a number, J really don't understand it until J see it 1 2 3 4 
written down. 
42 I understand what J have learned better when I am involved in making 1 2 3 4 
something for the subject. 
43 Sometimes I say dumb things, but writing gives me time to correct myself. 1 2 3 4 
, 
l
. 
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Most Least 
Like Like 
Me Me 
44 I do well on tests if they are about th ings I hear in class. 1 2 3 4 
45 I can't think as well when I work with someone else as when I work alone. 1 2 3 4 
 
 '  
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Harding University Academic Services Center 
C.LT.E. Learning Styles Instrument 
Score Sheet 
Visual Language 
05 --
13 --
21 --
29 --
37 --
Total x2= 
(Score) 
Visual Numerical 
09 --
17 --
25 --
33 --
41 --
Total x2= 
(Score) 
Auditory Language 
03 --
11 --
19 --
36 --
44 --
Total x2= 
(Score) 
Social - Individual 
04 --
12 --
20 --
28 --
45 --
Total x2= 
(Score) 
Social - Group 
08 --
16 --
24 --
32 --
40 --
Total x2= 
(Score) 
Expressiveness - Oral 
06 --
14 --
22 --
30 --
38 --
Total x2= 
(Score) 
Score: 33 - 40 = Major Leaning Style 
20 - 32 = Minor Learning Style 
5 - 19 = Seldom used 
Auditory Numerical 
07 --
IS --
23 --
31 --
39 --
Total x2= 
(Score) 
Kinesthetic - Tactile 
01 --
18 --
26 --
34 --
42 --
Total x2= 
(Score) 
Expressiveness - Written 
02 --
10 --
27 --
35 --
43 --
Total x2= 
(Score) 
 
:  
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Time Schedule 
Sunday Monday Tuesday Wednesday Thursday Friday Saturday 
6-7 am 
7-8 a m 
8-9 am 
9-1 0 a m 
10-11 am 
11-12 pm 
12-1 pm 
1-2 pm 
2- 3 pm 
3-4 pm 
4- 5 pm 
5-6 pm 
6-7 pm 
7-8 pm 
8-9 pm 
9-10 pm 
Class Days Time Units Stud y Time 
 
 
 
I
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Homework Checklist 
-----' 
MATH ENGLISH/LANGUAGE ARTS 
Monday: 
0 
Monday: 
0 
Tuesday: 
0 
Tuesday: 
0 
Wednesday: 
0 
Wednesday: 
0 
Thursday: 
0 
Thursday: 
0 
Friday: 0 Friday: 0 
SCIENCE SOCIAL STUDIES 
Monday: 
0 
Monday: 
0 
Tuesday: 
0 
Tuesday: 
0 
Wednesday: 
0 
Wednesday: 
0 
Thursday: 
0 
Thursday: 
0 
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Session 8 ? C losing 
Session eight focuses on review, reinforcement, and integration of the concepts 
discussed throughout the past eight weeks.  Reviewing past exercises will provide the 
facilitator an opportunity to clarify any lingering questions that the participants might 
have while reinforcing previously learned concepts.   
Objectives 
1. Participants will create a poster outlining what they have learned for the past eight 
weeks. 
Session content 
? Welcome and check in with participants with the following statement, 
??????????????????????????????????????????????????????????????????????????
that happened to you during the course of the ???????Encourage participants 
to talk about their week. 
? Provide a brief overview of the topic covered during the last session and have 
participants review the homework assignment.  Go over the time chart with 
the participants, and clarify any remaining questions that they might have.   
? Review the topics covered in the group.  Following the review, have the 
participants create a poster using words and pictures representing the concepts 
and skills that they learned during the past 8 weeks including their academic 
strengths and weaknesses, values, goals that were set, learning strategies, and 
their understanding of intelligence and the brain.  Remind the participants that 
they can make reference to any or  all of the activities they worked on during 
the sessions. 
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? Have the participants present their posters and provide brief oral explanations 
of what the poster represents in terms of the concepts they learned. 
? Closing: Re-process the objectives of the group and reflect on how much the 
participants have learned during the course of the sessions.  Emphasize how 
much their brains have changed as a result of the all the information they 
learned.  Point out that each group member has gained a relationship with 
other people who understand the process they went through and understand 
how to choose more positive strategies.   
? Ask the participants for feedback about the activities covered in all eight 
sessions of the program.  Have them list their favorite and least favorite 
activities.   
? Remind the participants that you will visit with each of them in three to four 
weeks to see how everything is going. 
 
 
